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Multiculturalism, Public Policy, and the High School United States and American 
Literature Canon: A Content Analysis of Textbooks Adopted in the State of Florida in 
1991 and 2003 
 
Angela L. Hansen 
ABSTRACT 
 
     This study compared the content of United States and American Literature 
textbooks adopted in Florida in 1991 and 2003 to determine any change in the 
inclusion of multiculturalism, as a response to public policy. Since Florida is a key 
adoption state, textbooks adopted would probably be reflective of national 
developments. To determine effects of public policy on literary selections appearing 
in high school United States and American literature textbooks, a variety of 
strategies was employed. Literary selections for each textbook and each adoption 
year were categorized by race and/or ethnicity and gender of the author, and genre 
of selections. In addition, content checklists based on character demographics and 
scholarship about multicultural literature were applied to all literary selections written 
by non-White authors appearing in both adoption years. Intra-rater reliability of the 
recorder was found to be .92. The most frequently anthologized literary selections 
written by non-White authors were analyzed for emergent themes. Findings indicate 
that change in content of high school United States and American literature 
textbooks with respect to multiculturalism: a greater percentage of non-White 
authors and female authors appear in the 2003 adoption year. However, when genre 
of selections is considered, in both adoption years non-White authors and female 
authors were under-represented in the genres of short stories and plays, which are 
the longer selections. When non-White authors were added to the canon in 2003 it 
 vii 
 
was most often in the genre of nonfiction where they were over-represented. In 
addition, with respect to character demographics and multicultural content, 
selections by non-White authors showed little change from 1991 to 2003. Finally, 
little change has occurred in themes of most frequently anthologized literary 
selections written by non-White authors from 1991 to 2003. Recommendations 
include improving content of United States and American literature anthologies to 
include non-White and female authors in longer selections and a better range of 
genres. An implication of this study is that the high school United States and 
American literature canon remains traditional and largely unaffected by 
multiculturalism in spite of public policy.  
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Chapter 1 
Introduction 
 
Background of the Study 
     May 17, 2004 marked the fiftieth anniversary of the Supreme Court’s decision to 
end the segregation of public schools in the United States. The Brown decision was 
based on a series of cases challenging the constitutionality of the policy of “separate 
but equal” with regard to segregating schools by race (Brown v.Board of Education, 
1954). The decision stated that keeping African American children separated from 
White children was unconstitutional and defied the promise of equality of educational 
opportunity. While the realities of desegregation would take decades to realize, if 
they have been realized at all, the Brown decision opened the door for those 
concerned with the treatment of minorities in public schools, as well as those 
concerned with racial equality in all aspects of society in the United States. One 
important characteristic of the Brown decision is that it held that racial classifications 
were not unconstitutional, which allowed for the government to identify people by 
race in order to ensure equality of opportunity: “The courts would attend not only to 
how an individual might be denied her or his rights but also how classes of people – 
usually people of color – were denied their rights or were somehow mistreated by 
state action or placed at a disadvantage as a consequence of earlier state action”  
(Richardson & Johanningmeier, 2003, p. 207).  Although the Brown decision called 
for the end of discrimination in public schools, it did not put an end to the racial 
discrimination existing in other social policies such as the Jim Crow laws. 
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     During the decade following the Brown decision, the civil rights movement 
strengthened. Those concerned with social justice formed boycotts, sit-ins, and other 
forms of resistance to the Jim Crow policies, and new organizations were formed to 
protest the discriminatory practices and treatment of minorities: “…Brown sparked a 
number of legal and social challenges that laid the foundation for a broader civil 
rights consciousness movement in which other ethnic minorities, women, the elderly, 
the poor, the disabled, and gays, demanded that prohibition against discrimination 
and separation extend to them as well” (Gay, 2004, p. 197-198). One result of these 
challenges was the Civil Rights Act of 1964, which extended the ban on 
discrimination to public places and facilities, at the voting polls, in programs and 
activities receiving Federal funds, and in the workplace (Richardson & 
Johanningmeier, 2003).  
     With the promise of equality of opportunity comes the duty, and challenge, to 
uphold it. In the case of equality of educational opportunity, where the federal 
government is supplying funds to public schools, which are expected to comply with 
the Civil Rights Act of 1964, it became necessary to determine the extent to which 
those who had previously been ignored by the system were now being served. Title 
IV, Section 402 of this act directed the United States Commissioner of Education to 
examine the lack of equal educational opportunities for individuals by reason of race, 
color, religion, or national origin in public educational institutions at all levels in the 
United States (Richardson & Johanningmeier, 2003). The Equality of Educational 
Opportunity Report, referred to as the Coleman Report for the chief investigator 
James Coleman, was significant for several reasons. According to Richardson & 
Johanningmeier (2003), the Coleman report is important because it identified six 
racial and ethnic groups: “ ‘Negroes, American Indians, Oriental Americans, Puerto 
Ricans living in the continental United States, Mexican Americans, and Whites other 
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than Mexican Americans and Puerto Ricans’” (Richardson & Johanningmeier, 2003, p. 
220). The report examined the achievement of students according to these groups, 
thus setting the stage for the use of race and ethnicity as a means for determining 
equality of educational opportunity. In addition, Coleman “tried to determine whether 
all public schools offered equality of educational opportunities by collecting 
information on laboratory facilities; textbooks, libraries, curricula; teacher 
characteristics, such as socioeconomic status, parents’ education, academic goals, 
and other attitudinal measures” (Richardson & Johanningmeier, 2003, p. 221). The 
Coleman Report found significant differences in the achievement between minority 
and majority groups. Subsequent efforts to improve equality of educational 
opportunity have not only categorized students by racial and ethnic groups, but also 
have examined curricular materials (Banks, 1993a; McCarthy, 1990; Purves, 1991). 
     The equality agenda gave birth to reform movements aimed at improving 
educational opportunity for those who had been excluded. The Coleman report 
revealed that severe gaps existed between the academic achievement of middle 
class White students and other students of color and social class. One reform 
movement that developed to address these inequities is multicultural education. 
According to Gay (2004), “Beginning in the late 1960s, some segments of the civil 
rights movement (notably African American college students, professors, and 
researchers) turned their attention away from the courtroom and street protests to 
the classroom and curricula that were being taught” (p. 198). Proponents of 
multicultural education argued that although the racial composition of schools may 
have changed, the curriculum, including instructional materials, had not: 
          They found it woefully inadequate with respect to the treatment of racial      
          minority groups. Little information about African, Native, Latino, and Asian  
          Americans was included at all, and that which was tended to be negative and       
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stereotypical. The first demands for racial integration in school curricula were 
rather simplistic by today’s standards. They merely wanted more and better 
representations of racial groups in instructional content, resources, and 
materials. This information was supposed to enable students from minority 
groups to improve their self-concepts and academic achievement and to 
develop skills to enhance race relations with European Americans and 
mainstream society. (Gay, 2004, p. 199) 
According to Gay (2004), each ethnic group argued for inclusion into the content of 
the curriculum, which often resulted in specialized courses and units of study such as 
African American Studies, Mexican American or Chicano Studies, Native American 
Studies, and Asian American Studies. At this point, inclusion, rather than adequate 
representation and systemic integration, seemed to be the primary goal of 
proponents of multicultural education.  
     One aspect of curricular studies that emerged during the early multicultural 
reform movement was textbook analysis research, which provided the “empirical 
support for the demands of ethnic minorities for curriculum reform” (Gay, 2004, p. 
200). Research studies found that textbooks most often either did not include 
minorities or portrayed them in highly negative ways: 
Instead ethnic minorities were portrayed in caricature, and as passively 
dependent on European Americans for their redemption and salvation. African 
Americans were depicted as docile, ignorant simpletons and childlike 
creatures; Native Americans were seen as uncivilized or Noble Savages to be 
civilized by Europeans; and Mexican Americans were presented as lazy and 
untrustworthy people who spoke virtually unintelligible English. (Gay, 2004, 
p. 200) 
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According to Gay (2004), early advocates of multicultural education demanded more 
accurate and positive portrayals of minorities in the curriculum, especially 
instructional materials. Just as Brown and the civil rights movement paved the way 
for multiple groups to demand equality, not only African Americans, multicultural 
education grew from a reform effort where each ethnic group demanded separate 
representation to a movement which called for the inclusion of many groups 
including race, ethnicity, social class, gender, language, national origin, sexual 
orientation, age, and disability (Banks, 1993a; Gay, 2004).  
     While the multicultural education reform movement may have begun with a call 
for better representation of minority groups in curricular materials, it has expanded 
to demand more complete and representative materials, which match the diversity of 
the population of the United States (Applebee & Purves, 1992; Banks, 1993a; 
McCarthy, 1990; Myers, 1994). Public policy and professional organizations have 
required better, more inclusive, and more accurate instructional materials. For 
example, in the state of Florida in 1974 the state statute 233.09(4)(a) outlining the 
duties of the instructional materials committee was introduced stating:  
When recommending instructional materials for use in the schools, each 
committee shall include only instructional materials that accurately portray 
the cultural and racial diversity of our society, including men and women in 
professional, career, and executive roles, and the role and contributions of the 
entrepreneur and labor in the total development of this state and the United 
states. 
Proponents of multicultural education argue that a diverse curriculum is necessary 
for all students, not simply those who are members of a minority group (Applebee & 
Purves, 1992; Banks, 1993a; Gay, 2004; McCarthy, 1990, 1991).  
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     Professional educational organizations have also supported the multicultural 
reform movement and have established policies for more accurate and diverse 
instructional materials. While the earliest, and perhaps most vocal, calls for reform 
focused on Social Studies materials and texts, a call for the expansion of language 
arts materials including elementary school readers, adolescent novels, and literature 
anthologies to include more diverse authors and texts has also emerged (McCarthy, 
1990, 1991; Purves, 1991; Ravitch, 2003; Venezsky, 1992). In 1970 the National 
Council for the Teachers of English (NCTE) proposed a guideline entitled Non-White 
Minorities in English and Language Arts Materials, prepared by the Task force on 
Racism and Bias in the Teaching of English, which identified the lack of diversity in 
language arts materials: 
Print (general anthologies, basal readers, language arts kits, etc.) and non-
print materials (slides, study prints, films, filmstrips, videotapes, illustrations 
in texts, etc.) used in English and language arts instructions are distorted by 
• misrepresentation of the range of genres within which non-whites 
write 
• misrepresentation caused by inclusion of only popular works by a few 
“acceptable” non-white writers 
• inclusion of demeaning, insensitive, or inaccurate depictions of non-
white minorities 
• biased and out-of-date commentaries resulting from inadequate 
knowledge of non-white minorities 
• refusal to acknowledge the influence of non-white minority persons on 
the literary cultural and historical developments in America. (para. 6, 
1970) 
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Although racial and ethnic biases have been largely eliminated in textbooks due to 
bias and sensitivity reviewers who serve as consultants for textbook publishers, 
sometimes, according to critics, to the detriment of the content of the text (Ravitch, 
2003), the problems stated by NCTE in 1970 with respect to misrepresentation 
continued to exist, according to a study conducted by Applebee (1991a, 1991b, 
1992, 1993) in 1990. The NCTE (1970) guideline suggests solutions to these 
problems by urging book editors and publishers to create anthologies that have 
“more than token representation of works by non-white minorities and that they 
reflect diversity of subject matter, style, social and cultural views” and that “texts 
represent non-white minorities in a fashion which respects their dignity as human 
beings and accurately mirrors their contributions to American culture, history, and 
letters meaning that depictions of minority groups be balanced and realistic” 
including illustrations, photographs, dialect, and editorial, critical, and historical 
commentary (para. 8). 
     More than fifteen years later, NCTE again recognized the need for a commitment 
to multicultural education as well as the lack of diversity in literary works available to 
students. NCTE (1986) published a position statement, which “expressed concern 
that works by culturally diverse writers are too readily dropped from publishers lists 
and from anthologies if sales are slow. This practice…limits the range of literature 
students can encounter in school” (para. 1). Again, NCTE (1986) urged publishers “to 
recognize that the English profession represents a distinct market which needs the 
continuing availability of materials of all cultures in order to expose students to the 
whole literary and language heritage of our society” (para. 2). Although professional 
organizations such as NCTE were calling for an expansion of the literary canon, other 
groups were fiercely defending the traditional canon. 
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     In the late 1980s and early 1990s critics of multicultural education who are often 
referred to as proponents of “cultural literacy” challenged those who called for an 
expansion of the literary canon and argued that the traditional canon was essential in 
preserving the national culture of the United States (Bennett, 1988; Bloom, 1987; 
Hirsch, 1987, 1999). Proponents of cultural literacy argue that multicultural 
education will result in a fragmentation of American culture. In addition to those 
arguing for a more traditional, Western-European canon, others groups criticize the 
inclusion of certain works because they claim they challenge tradition moral and 
religious values; these critics attempt to censor the content of textbooks and other 
instructional materials and can be quite successful in persuading textbook publishers 
to exclude any works which may be deemed controversial (Moffett, 1988; Purves, 
1991; Ravitch, 2003). Textbook publishers, therefore, face a variety of challenges 
when considering what works to include in a literature anthology (Apple, 1985; 
Ravitch, 2003; Venezsky, 1992). Some argue that the result of these considerations 
is that textbooks include only those works that are least offensive, rather than those 
which are of high literary merit, especially works by and about minorities (Apple, 
1985; Moffett, 1988; Purves, 1991; Ravitch, 2003). 
     In spite of the call for the assertion of a more traditional canon, led by 
proponents of cultural literacy, public policy and professional organizations continue 
to promote multicultural education and demand better representation and portrayal 
of minorities in instructional materials. In 1992, the Florida Statute 233.09(4)(a) 
setting guidelines for the instructional materials committee was revised to include 
the terms “ethnic” and “socioeconomic.” In 1996, continuing its tradition of concern 
for an expanded canon, the National Council for Teachers of English, in conjunction 
with the International Reading Association (IRA), sponsored a set of national 
standards for the English language arts. The first standard states: 
  9
Students read a wide range of print and non-print texts to build an 
understanding of texts, of themselves, and of the cultures of the United 
States and the world; to acquire new information; to respond to the needs 
and demands of society and the workplace; and for personal fulfillment. 
Among these texts are fiction and nonfiction, classic and contemporary works. 
(NCTE, 1996) 
In addition, the Florida Sunshine State Standards (also approved in 1996), which 
represent the mandated curriculum expectations for the state of Florida, include 
issues related to diversity. The language arts standards for literature, grades nine 
through twelve, include the benchmark LA.E.1.4.3, which expects that the student 
“identifies universal themes prevalent in the literature of all cultures” as well 
benchmark LA.E.1.4.3, which expects that the student “understands the different 
stylistic, thematic, and technical qualities present in the literature of different 
cultures and historical periods” (Florida Department of Education (FLDOE), 1996). 
Students must have access to texts that include literature from diverse cultures in 
order to achieve these benchmarks.  
Statement of the Problem 
     Since the Brown decision, concerns for equality of educational opportunity have 
resulted in the monitoring of academic opportunity and achievement of minority 
groups. Most recently the federal government passed the No Child Left Behind Act 
(NCLB) of 2002, which proposes a policy to eliminate the achievement gap between 
students from different backgrounds. The NCLB Act continues the tradition of 
monitoring student progress based on race and ethnicity as well as other group 
membership. States are being held accountable for the academic achievement of 
minority students and federal funding is tied to this accountability. While minority 
students are performing less well on standardized tests, the population of minority 
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students in the United States has grown and will continue to grow. It has been 
estimated that at the beginning of this century, one-third of the students in the 
nation’s schools were young people of color and that this population will rapidly 
increase (Johnson, Dupuis, Musial, Hall, & Golnick, 2002). In Florida, minority 
student populations have grown substantially; in 2003-2004, enrollment for minority 
students exceeded the white student enrollment: 
From 1977 to 2003, the number of minority students in Florida’s public 
schools grew from 461,905 to 1,305,512, an increase of 182.6 percent. 
Fifteen school districts have minority enrollment of 50% or more. The 
percentage of white student in Florida’s public schools has dropped from 
69.9% in 1977 to 48.8% in 2003. (FLDOE, 2004, January)  
With public policy requiring the adequate representation of minorities in instructional 
materials, and a growing diverse population of students, evaluating instructional 
materials would help to determine if they are meeting the requirements of the 
student population.   
     Traditional public school curricula have not always reflected the diversity of the 
society. Proponents of multicultural education call for a curriculum that is “organized 
around concepts basic to each discipline, but content elaborating on those concepts 
is drawn from the experiences and perspectives of several different U.S. groups; no 
one cultural, gender, or social-class groups dominates the curriculum, as White 
economically privileged males dominated the traditional curriculum” (Banks, 1993a, 
p. 3). In the English language arts literature curriculum, the canon has been 
dominated by White writers (Applebee, 1989, 1991a, 1991b, 1992, 1993; Applebee 
and Purves, 1992; Purves, 1991). The most recent examination of high school 
literature anthologies conducted during the late 1980s and published by Applebee 
(1991a, 1991b, 1992, 1993) in 1991 concluded that the volumes intended for 
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American authors remain quite narrow in their representation of non-White authors. 
In the U. S. literature anthologies, 83.8% of selections were by White (non-Hispanic) 
authors (Applebee, 1991a; 1991b; 1992; 1993). In addition, Applebee (1991a; 
1991b; 1992; 1993) discovered that non-White minorities were more likely to be 
included in the genres of nonfiction and poetry and less likely to be included in short 
fiction, plays, and novels.  
     In the decade following Applebee’s study, the United States has seen increasing 
diversity in the student population and policies have called for an improvement in 
academic achievement for these students. One reform recommendation has 
continued to be for the improvement of the quality of instructional materials to 
provide better portrayals and representation of minorities. In order to meet the 
needs of the diverse population of students as well as to improve the curriculum for 
all students, proponents of multicultural education argue that materials in language 
arts classes, especially textbooks because they are usually a standard part of the 
curriculum (Applebee, 1992), need to represent a diverse population of authors, and 
those authors should be represented in a range of genres. One way to determine the 
extent to which the canon has changed, or if it has changed, as a result of public 
policy and reform movements such as multicultural education would be an analysis 
of United States and American literature anthologies. An exploration of the high 
school literary canon of the past decade examining the nature of the works included 
in these anthologies with respect to race and/or ethnicity of the author, type of 
genre, and cultural themes and portrayals would inform policy makers, publishers, as 
well as teachers, parents, and students of the nature of the high school literature 
canon in order to better serve a rapidly changing society. 
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Purpose of the Study 
     The purpose of this study was to compare the content of United States and 
American Literature textbooks adopted in Florida in 1991 and 2003 to determine if 
there has been a change in what is included with respect to multiculturalism, 
specifically race and ethnicity, as a response to public policy. 
Significance of the Study 
     Public policy requires that instructional materials match the diversity of society.  
Although there has been a great deal of criticism about the implementation and 
consequences of a multicultural curriculum both from proponents and opponents 
(Banks, 1993a; Bennett, 1988; Bloom, 1987; Hirsch, 1987, 1999; McCarthy, 1990; 
Ravitch, 2003), few studies have been conducted to determine the extent to which 
the English language arts curricula have changed. This study will contribute to the 
body of research in order to inform Florida educators and policymakers, as well as 
textbook publishers, of the extent to which the United States high school literary 
canon has changed as a response to multiculturalism.  
Method of the Study 
     The method used in this study was content analysis (Gall, Borg, & Gall, 1996; 
Holsti, 1969; Neuendorf, 2002). Content analysis is a research method developed for 
investigating a problem in which the content of communication serves as the basis 
for inference (Holsti, 1969) and is often used for the analysis of textbooks (Gall et 
al., 1996; Neuendorf, 2002). Content analysis can use both quantitative and 
qualitative methods; often the content data is derived from counting the frequency 
with which certain symbols or themes occur in a text. However, the researcher often 
creates the categories as well as makes inferences about them which can be 
considered qualitative (Holsti, 1969). This study uses both methods by counting the 
frequency of appearances of characteristics of the authors and the texts, as well as 
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using researcher derived categories in an emergent themes analysis of certain 
literary selections. 
     In the first phase of the study, the researcher used frequency counts for the 
categories of race and/or ethnicity of the authors, gender of the authors, and genre 
of the literary selections appearing in the textbooks in the sample. In addition, the 
researcher used demographic categories and categories from recent scholarship on 
multicultural literature to create checklists which were used to analyze literature 
written by non-White authors. Finally, the researcher used content analysis to find 
emergent themes in the most frequently anthologized literary selections written by 
non-White authors. These results were compared across adoption years. 
Research Questions  
     The high school literary canon has been charged with remaining relatively stable 
and traditional, reflecting a White, male, Western-European heritage (Applebee, 
1991a; 1991b; 1992; 1993). The central research question addressed in this study 
is: To what extent has the public policy supporting a multicultural curriculum and 
diversity of instructional materials affected the literary canon of high school American 
literature anthologies adopted for use in the state of Florida? More specifically, as 
Florida’s student population grows more racially and ethnically diverse, the following 
questions were asked: 
1. To what extent do the selections in United States and American literature 
textbooks adopted in Florida in 2003 reflect a change from the textbooks 
adopted in Florida in 1991 in the number of White versus non-White authors? 
2. To what extent do the selections in the United States and American literature 
textbooks adopted in Florida in 2003 reflect a change from the textbooks 
adopted in Florida in 1991 in the number of White (Anglo-American) authors, 
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Hispanic American authors, African American authors, Asian American (Pacific 
 Islander) authors, and Native American authors? 
3. To what extent do the United States and American literature textbooks 
adopted in Florida in 2003 reflect a change from the textbooks adopted in 
1991 in with respect to gender of the authors? 
4. To what extent do the United States and American literature textbooks 
adopted in Florida in 2003 reflect a change from the textbooks adopted in 
Florida in 1991 in relationship to genre (poetry, short fiction, drama, novel 
excerpts, and nonfiction, and other), gender, and race and/or ethnicity of the 
author? 
5. To what extent have the selections written by non-White authors included in 
the high school United States and American literature anthologies adopted in 
Florida in 2003 changed from those adopted in Florida in 1991 with respect to 
specific criteria for analyzing the content of multicultural literature? 
6. To what extent have the themes of the most frequently anthologized literary 
selections written by non-White authors of the United States and American 
literature textbooks adopted in Florida in 2003 changed from the themes of 
the literary selections written by non-White authors of the United States and 
American literature textbooks adopted in Florida in 1991? 
Definitions and Assumptions 
     A major assumption of this study is that high school literature anthologies are an 
important part of the English language arts curriculum. According to Applebee (1992) 
in a national survey of teachers in a random sample of public schools, the literature 
anthology was “the most frequent source of materials (used “regularly” by 66% of 
the teachers)” (p. 29). In addition, 63% of teachers reported that the anthology was 
their “main source” of selections and an additional 28% reported using an anthology 
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for supplementary readings (Applebee, 1992). While many teachers may have 
choices for implementing supplementary materials such as novels and plays, 
although often limited by funds and availability, schools in the state of Florida must 
choose from the texts adopted by the Instructional Materials Committee, which 
allows for a possible study of a significant component of the curriculum.  
     For the purposes of this study the following definitions, based on those provided 
in the 1993 text Multicultural Education: Issues and Perspectives by Banks and 
Banks, were used (unless otherwise indicated):  
African Americans. United States citizens who have an African biological and 
cultural heritage and identity; the term is often used synonymously and 
interchangeably with Black and Black American. 
Anglo-Americans. United States citizens whose biological and cultural heritage 
originated in England or those who have other biological and cultural heritages, who 
have assimilated into the mainstream or dominant culture in the United States, often 
used to describe most White Americans.  
Asian Americans. United States citizens who have a biological and cultural heritage 
that originated in the continent of Asia including Chinese, Filipinos, Japanese, Asian 
Indians, Koreans, Vietnamese, Laotians, Thai, Cambodians, Pakistanis, and 
Indonesians. 
Canon. The canon is a rule or measure, often in the form of a list, which serves as 
criteria for selection of texts associated with a culture (Purves, 1991). 
Hispanic Americans. Hispanic Americans are United States citizens who share a 
culture who share a culture, heritage, and language that originated in Spain but the 
word Latinos is sometimes used to refer to Hispanic Americans in certain regions of 
the United States including Mexican Americans (Chicanos), Puerto Ricans, and 
Cubans. 
  16
Native Americans. United States citizens whose biological and cultural heritage can 
be traced to the original inhabitants of the land now making up the United States; 
this term is used synonymously with American Indian.  
Multicultural Education. A reform movement designed to change the total 
educational environment so that students from diverse racial and ethnic groups, both 
gender groups, exceptional students, and students from each social-class group will 
experience equal educational opportunities in schools, colleges, and universities. 
Multiculturalism. A philosophical movement that assumes that gender, ethnic, 
racial, and cultural diversity of a pluralistic society should be reflected in educational 
institutions including the staff, the norms and values, the curriculum, and the 
student body. 
Delimitations and Limitations 
     Although multicultural education includes a variety of diverse groups including 
race, ethnicity, gender, exceptionality, and social-class, this study was limited to 
examining representations of race and ethnicity. Although data was collected with 
respect to gender of authors, it is not a primary focus of this study. According to 
Banks (1993b) examining racial and ethnic groups is normally one goal of 
multicultural education, while the examination of gender in education is another goal 
of multicultural education which has its own scholarship and theorists. Gender in 
education is worthy of study in its own right; however, this study focuses on the goal 
of content integration in multicultural education with respect to race and ethnicity 
(Banks, 1993b). Therefore, the checklists for multicultural content come from recent 
scholarship addressing multicultural literature where the primary focus is race and 
ethnicity. In addition, the study was limited to textbooks adopted in the state of 
Florida, specifically two textbook adoption years, 1991 and 2003. The study also was 
limited solely to textbooks adopted in the state of Florida and did not include 
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supplementary materials. Supplementary materials are not chosen by the adoption 
committee and, therefore, are not subject to the same policies as textbooks.  
      Because the researcher was the only one conducting the analysis, there is a 
possibility that the researcher may have unintentionally influenced the outcome of 
the study. According to Holsti (1969), objectivity is the goal of content analysis and 
“each step in the research process must be carried out on the basis of explicitly 
formulated rules and procedures” (p. 3). While subjectivity occurs when the 
researcher makes decisions about placing a content unit into a category, “explicit 
rules can minimize - although probably never quite eliminate - the possibility that the 
findings reflect the analyst’s subjective predispositions rather than the content of the 
documents under analysis” (Holsti, 1969, p. 3-4). Prior to the analysis, the 
researcher clearly established rules and procedures for each aspect of the content 
analysis. To assure content validity of the analysis, a confirmatory analysis of a 
sample text was completed by a colleague of the researcher. 
Summary 
     Since the establishment of equality of educational opportunity in the United 
States, attention has been given to certain groups in to determine the extent to 
which they are being served by America’s public schools. One movement that seeks 
to ensure equality of educational opportunity is multicultural education. One area of 
multicultural education is the examination of curricular and instructional materials to 
ensure adequate and fair representation of minority groups including all racial and 
ethnic groups living in the United States. Critics of instructional materials and groups 
such as the National Council for Teachers of English have asserted the need for a 
literary canon that includes minority authors. Public policy in the state of Florida 
requires that instructional materials adequately represented all racial and/or ethnic 
groups in society. The student population in the United States is growing more 
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diverse; therefore, the purpose of this study is to determine the extent to which 
public policies embracing the inclusion of multicultural materials have affected United 
States and American literature textbooks in Florida, specifically those textbooks 
adopted in 1991 and 2003.  
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Chapter 2 
Review of the Related Literature 
 
Overview 
     The English language arts curriculum, especially with regard to the literary canon, 
has been criticized and influenced by a variety of sources including philosophers, 
historians, politicians, educational researchers, professional organizations, social 
organizations, and textbook publishers. Underlying the debate about who and what 
should be included in the canon is the notion that literature shapes lives, teaches 
lessons, and promotes a national culture. Some view knowledge of the literary canon 
as vital to cultural literacy and promote the idea that the American heritage should 
be represented by a largely Anglo-European tradition. Others believe the literary 
canon should be broadened to represent the diversity of the population. This 
evaluation of literature focuses on literature in the English language arts curriculum, 
shifting trends in literary instruction, a multicultural curriculum and the literary 
canon, the role of textbooks in the curriculum, criticism of literature textbooks, the 
textbook adoption process, and studies of the literary canon taught in school. 
Literature in the English Language Arts Curriculum 
     English emerged as a school subject at the end of the 19th century, and literature 
has been at the center of its curriculum (Applebee, 1974; Applebee & Purves, 1992). 
According to Applebee and Purves (1992), three early traditions have shaped the 
subject of English, with its emphasis on literature, and continue to influence the 
curriculum today: the ethical, classical, and nonacademic traditions (p. 726). The 
ethical tradition has its roots in biblical studies and the curriculum is developed by 
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choosing works based on their moral value. Inherent in the ethical tradition is an 
underlying belief that what children read and the materials used in classrooms have 
the power to promote good or evil (Applebee, 1974; Applebee & Purves, 1992). The 
remnants of the ethical tradition can be observed today in current debates about 
censorship; many people think that what children read will shape their values, 
attitudes, and beliefs. In the nineteenth century, the ethical tradition was most 
prevalent in elementary schools. 
     Deciding which literature is moral and therefore acceptable for schoolchildren is 
debatable and largely judged by the values of the time. During the nineteenth 
century, in order to accommodate the needs of a culturally and religiously plural 
society, the emphasis on religious doctrine “was eventually replaced by the new goal 
of promoting unity and a common American culture” (Applebee and Purves, 1992, p. 
727). During this time, imaginative literature was suspect; however, with the 
emergence of the Romantic tradition, best explained in Matthew Arnold’s Culture and 
Anarchy, which emphasized the importance of fiction as an art that could be 
identified with a nation’s culture, imaginative literature became “a body of knowledge 
to be consciously valued and studied” (Applebee & Purves, 1992, p. 727). The great 
works of literature gained attention as part of an ethical tradition, and the works that 
were considered meritorious represented a Western European literary heritage. 
     The classical tradition in the English curriculum was borrowed from the model 
offered by the study of classical languages and literature (Applebee, 1974; Applebee 
& Purves, 1992). Although this model emphasized grammar, rhetoric, and oratory, 
literary passages were used as objects of study; however, they were primarily used 
for rhetorical analysis. According to Applebee and Purves (1992), the study of 
literature emerged in the classical tradition when the curriculum adopted philology. 
Philological study “began as a study of classical civilizations, transposed by the 
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German Romantics to the study of German and later of English” and their goals were 
“nothing less than providing the biography of a nation, including attention to 
grammar, criticism, geography, political history, customs, mythology, literature, art, 
and ideas” (Applebee & Purves, 1992, p. 728). Grounded in philology, the teaching of 
literature gained a place in the American college and university system. This classical 
tradition also took hold in secondary schools. This tradition emphasized the 
importance of the knowledge of the American literary and cultural heritage.  
     In addition to the ethical and classical traditions, there also developed a 
curriculum that emphasized the development of practical language skills and literary 
appreciation, which Applebee and Purves (1992) refer to as the nonacademic 
tradition. This tradition was developed for the non-college bound child as a way of 
providing the necessary language skills to be successful in life; however, according to 
Applebee and Purves (1992), the non-academic tradition was not as highly regarded 
as the classical study of English: “Lacking a classical cachet, these practical studies 
of English carried a certain stigma, an air of being a second-best choice for those 
who could not handle the rigors of classical study” (p. 729). The division between the 
classical and non-academic traditions still exists today as college bound students 
often study literature as a body of work to be critically examined, while non-college 
bound students study literature to improve their reading and writing skills. The 
determination of who should study which type of curriculum and the discussion of 
who belongs in the literary canon of works to be studied have been the subject of 
much debate (Apple, 1985; Applebee, 1991b; Bennett, 1988; Bloom, 1987; Hirsch, 
1987; Hirsch, 1999; McCarthy, 1990; NCTE, 1970; NCTE, 1986; NCTE, 1999; Pace, 
1992; Purves, 1991; Ravitch, 2003; Stotsky, 1994; Venezsky, 1992).      
     In 1894 the National Education Association appointed the Committee of Ten, 
headed by Harvard’s president Charles W. Eliot, to consider the secondary school 
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curriculum (Applebee, 1974; Applebee and Purves, 1992). English was chosen as one 
of nine fields of study and was the only curriculum area recommended to all students 
during each of the four high school years. The emergence of English as a school 
subject “was brought about in large part by the needs of the college bound” 
(Applebee & Purves, 1992, p. 731). Colleges used literary passages as part of their 
entrance examinations; consequently, universities developed uniform lists of specific 
works to be studied during high school. These lists were a cause for debate because 
only a few students may go onto college, yet all students in secondary schools were 
required to follow the prescribed curriculum handed down from the universities. 
Reacting to this debate, the National Council of Teachers of English (NCTE) met in 
1911 to consider the needs of the college bound and the non-college bound. During 
this period, the Progressive Era, there was a focus on the needs and interests of 
students which prompted the development of a two-track system: one which 
required reading lists for those who would attend a university and one which did not 
have lists for those students who would not attend (Applebee, 1974; Applebee & 
Purves, 1992).  
Shifting Trends in Literary Instruction 
     In 1917, The National Council for Teachers of English met again to discuss the 
English curriculum and the need to develop a school for the people; a series of 
reports sponsored by the National Education Association entitled The Reorganization 
of English in Secondary Schools described the subject of English in detail and 
affirmed the independence of high schools. The committee asked for a range of 
course content to meet the varying backgrounds of students, while at the same time 
preserving a uniform and common culture. The Progressive Era emphasized a child-
centered curriculum which focused on the needs and interests of the students; 
literature was supposed to appeal to the students but also develop character and 
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ethics. During this era there was an influx of immigration into the United States and 
the focus of schools was to assimilate the new groups into the existing culture 
(Purves, 1991). Efforts to Americanize immigrants in the late nineteenth century led 
to a focus on famous stories (Venezsky, 1992). The assimilationist model 
emphasized schooling as a place to rid immigrants of ethnic traits and replace them 
with a common American culture (McCarthy, 1991). Although secondary schools 
wanted to assert their independence from college curricula, according to Applebee 
and Purves (1992), the works listed for students to read were extremely similar and 
reflected an emphasis on traditional American and English literature.  
     By 1933 anthologies of literary selections were widely used and by 1941 the 
anthology became the center of the English language arts course at all levels 
(Applebee, 1974; Applebee and Purves, 1992). The Progressive Era emphasized the 
needs of the child in order to help children adjust and fit into society. According to 
Applebee and Purves (1992), the progressive influence on the English curriculum 
resulted in a large body of literature directed toward adolescents dealing with specific 
developmental problems. By the 1940s and 1950s, the life adjustment movement 
resulted in a lack of agreement and focus in the curriculum; the language arts 
“seemed to include virtually any activity with which the teacher might feel 
comfortable” (Applebee & Purves, 1992, p. 735). The progressive movement was 
criticized for its lack of intellectual discipline and a trivialization of the curriculum, 
which led to a call for a return to classical texts for all students.  One of the earliest 
critics was Robert M. Hutchins who outlined a program which emphasized discipline 
and culture as a prescribed body of knowledge, referred to as the Great Books, a 
program he established while president and then chancellor at the University of 
Chicago from 1929-1951. According to Applebee (1974), the Great Books program 
was popularized by Mortimer Adler in his 1940 text How to Read a Book. The Great 
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Books program emphasized the relationship between reading and the art of thinking 
clearly, critically, and freely (Applebee, 1974).   
     According to Applebee and Purves (1992), the academic resurgence movement 
“was relatively short-lived” (p. 737). By the late 1960s, attention in the curriculum 
shifted to more socially relevant programs; of the many reasons for the shift, one of 
the most powerful influences came from the social changes generated by the civil 
rights movement (Applebee, 1974; Applebee & Purves, 1992). There was a return to 
the child-centered model, which focused on personal growth, which led to “the 
widespread adoption of elective courses or phase-elective programs in the high 
school program” (Applebee & Purves, 1992, p. 738). Critics of these programs 
argued that the elective curricula had destroyed the coherence of the traditional 
curriculum and trends shifted toward assessment and accountability as well as an 
emphasis on basic skills. According to Applebee and Purves, “Since the mid 1970s, 
the curriculum in the English language arts has been buffeted by a series of 
competing models” (p. 738). These models emerged from the NCTE Commission of 
the English Curriculum in 1980: “The three models represent long standing traditions 
in the English language arts: One was based on personal growth, one on cultural 
heritage, and one of the development of specific language competencies” (Applebee 
& Purves, 1992, p. 738). In spite of many attempts by the National Council of 
Teachers of English to develop a coherent curriculum, no unifying framework has 
developed.  
     Perhaps the greatest subject of debate remains with which texts to use in English 
language arts classrooms; although there is little agreement on how English should 
be taught, the focus on the power of literature to shape the lives of schoolchildren 
has remained: 
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The belief in the power of literature to shape our values and beliefs 
continues, however. More recently, this same belief in the power of 
literature to empower readers has led to a different line of argument, 
one that emphasizes the need for greater diversity in the characters, 
settings, and authors included in texts used at elementary and 
secondary school levels to reflect the diverse cultural traditions that 
have found their place within our nation. Gaining impetus from the 
civil rights and women’s movements in the 1960s such voices have 
found their place within the academy itself as a new generation of 
scholars has sought to legitimate a wider range of critical studies. 
(Applebee, 1991b, p. 231) 
The classical tradition in the English curriculum has been criticized for being 
Eurocentric with an emphasis on literature written by White men of Anglo-European 
ancestry (Applebee, 1992). The criticism of the English literature curriculum reflects 
widespread challenges to the concept of a monolithic national culture that schooling 
has promoted since the Progressive Era (Purves, 1991.) According to McCarthy 
(1990), “Policies of assimilation lost credibility among groups of racial minorities and 
were subjected to unprecedented challenges by opposition black groups and the civil 
rights movement” (p. 118).  Beginning in the 1960s, as a response to the civil rights 
movement, there has been pressure from various groups to reform education and 
society in order to include groups that have been marginalized, which is often 
referred to as multicultural education (Apple, 1985; Banks, 1993aa; McCarthy, 
1990). 
A Multicultural Curriculum and the Literary Canon 
     According to Banks (1993a), multicultural education is the idea that all students 
regardless of their gender, social class, race, ethnicity, or cultural characteristics 
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should have an equal opportunity to learn. Equal opportunity is denied to some 
students because of institutional characteristics of schools; in addition, some 
students have had a better chance to learn in schools because they are members of 
the dominant culture. During the civil rights movement studies such as the Coleman 
Report have shown a difference in achievement in school for minority students 
(Richardson & Johanningmeier, 2003). Some proponents of multicultural education 
link the issue of minority underachievement in the classroom to the suppression of 
minority culture in the school curriculum (McCarthy, 1991), although multicultural 
education is not limited to curricular changes in schools nor is it limited to race and 
ethnicity (Banks, 1993a). Multiculturalists who focus on curricular reform argue that 
there is a mismatch between the school curriculum and the life experiences and 
cultural backgrounds of American minority youth. According to Apple (1985), the 
cultural capital of the dominant classes and class segments has been considered the 
most legitimate knowledge. Proponents of multicultural education ask for a 
reworking and restructuring of school knowledge to include a more diverse 
curriculum, one that matches the diversity of the population of the United States 
(Applebee and Purves, 1992; Banks, 1993aa; McCarthy, 1990; Myers, 1994). These 
proponents argue that the implementation of a multicultural curriculum will help to 
improve student performance because students will be motivated by this curriculum 
(Banks, 1993aa; McCarthy, 1991).   
     One way to implement a multicultural curriculum is to change the content of 
instructional materials (Banks, 1993a; McCarthy, 1990). According to Banks and 
Banks (1993), “most curricula, textbooks, and teaching materials focus on White, 
Anglo-Saxon Protestants” (p. 195). In the United States, textbooks have often 
reflected mainstream conservative interests and have been found to contain racial 
bias (Venezsky, 1992). Literature in the English language arts curriculum has been 
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criticized for being white, male, and Eurocentric and has been accused of 
marginalizing the contributions of women and people from other cultural traditions 
(Applebee, 1992). The call for multiculturalism in the schools of the United States is 
one to include in significant numbers representative texts and authors defined by 
ethnic membership, “in particular Hispanic, African-American, Native American, and 
Asian” (Purves, 1991, p. 3). Arguments over who should be included in the American 
literary canon are often referred to as the “canon wars”: “The canon wars are 
political wars that attack the schools and perhaps tear them apart” (Purves, 1991, p. 
13). Purves states that makers of the canon include “editors, reviewers, librarians, 
historians, and others concerned with the determination of what shall be known of a 
culture or in a society” (p. 5). The canon is a rule or measure, often in the form of a 
list, which serves as criteria for selection of texts associated with a culture (Purves, 
1991). Although specific lists currently have been abandoned by English language 
arts professionals, the National Council of Teachers of English at the Dartmouth 
Conference of 1966 did call for a broadening of the list of books typically assigned in 
schools to reflect the diverse needs of students (Myers, 1994). The lack of an 
establishment of specific content requirements for the English language arts 
curriculum as reflected in the English Coalition Conference of 1988 and the NCTE’s 
creation of National Standards for the English Language Arts of 1996 has led to 
widespread criticism of the literary canon used in public school in the United States 
(Applebee, 1997; Ravitch, 2003).  
     Critics of multicultural education and the implementation of more culturally 
diverse instructional materials argue that the broadening of the canon will result in 
the elimination or fragmentation of American culture (Hirsch, 1987, 1999); these 
critics are often considered to be proponents of “cultural literacy” (Hirsch, 1987, 
1999). According to Hirsch, just as it was the school’s duty in the early twentieth 
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century to Americanize immigrants, it is the duty of contemporary schools to 
Americanize all children. Proponents of cultural literacy attempt to promote unity and 
a common American culture. The school system is considered the main agent of 
acculturation and in the business of bringing young people into the national culture. 
Hirsch and others such as Bennett (1988) and Bloom (1987) argued for textbooks 
that promote American values, traditional Western literature, and American history. 
Hirsch proclaimed the disappearance of cultural literacy from American schools and 
Bennett called for a “reassertion of the values of Western culture, arguing the 
timeliness and importance of the classics” (Applebee, 1991, p. 23). Hirsch refers to 
the focus on specific ethnicities and racial heritages in schools as “American 
particularism” and stated that the schooling “must give up its claim of ethnic and 
cultural essence of human nature, or else its claim to democracy and universal civil 
rights” (1999, p. 139). There exists a division between those who want to see a 
broadening of the canon to reflect the diversity of the various racial and ethnic 
groups in the United States and those who call for a more unified American canon 
with an emphasis on Western European values, history, and literary works. 
     In spite of the criticism that the National Council of Teachers of English has failed 
to specify which works should be included in the canon (Ravitch, 2003), NCTE has 
issued several position papers and guidelines to include more diverse authors and 
texts. One of the earliest statements from NCTE was a guideline approved by the 
Executive Committee prepared by the NCTE Task Force on Racism and Bias in the 
Teaching of English entitled Non-White Minorities in English Language Arts Materials 
which requires that “anthologies purporting to represent American Literature have 
more than token representation of works by non-white minorities and that they 
reflect diversity of subject matter, style, and social and cultural views” (NCTE, 1970, 
para. 8). In addition, the Task Force called for more accurate and realistic portrayals 
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of minorities in these texts and more inclusion of non-white authors in the range of 
genres available to students. In 1986 NCTE adopted a position statement entitled On 
the Availability of Literature by Minority Writers at the NCTE Annual Business Meeting 
in San Antonio, Texas, which stated a “commitment of teachers of English to a 
multicultural approach to literature and language,” (NCTE, 1986, para. 1). NCTE also 
published a position statement at the Annual Business Meeting in Denver, Colorado 
in 1999 entitled On Diversity which resolved to “Affirm, seek, and encourage all 
teachers to include a diversity of perspectives, cultures, aesthetic responses, and 
experiences in the teaching and learning of English language arts” (NCTE, 1999, 
para. 3). Educational researchers who focus on the English language arts curriculum 
such as Arthur Applebee (1991a, 1991b, 1992, 1993) call for an improvement in 
instructional materials to find a balance among the many traditions that make up the 
complexity of American society, ensuring that no group is privileged or marginalized. 
The Role of Textbooks in the Curriculum 
     In spite of statements by professional organizations and educational researchers, 
the teaching of English language arts has been influenced and in some ways 
determined by “forces that lie outside of schools” (Applebee & Purves, 1992, p. 726). 
One force that influences school curricula is the textbook publishing industry and 
those publishers are influenced a variety of factors. According to Apple (1985) 
students spend 75% of time in class working in textbooks and 90% of homework 
assignments are textbook based. According to Venezsky (1992), 95% of classroom 
instruction in grades K-8 and 90% of homework time is derived from print materials. 
According to Ravitch (2003), the annual sales in 2001 for the K-12 textbook industry 
grossed more than four billion dollars. According to Venezsky (1992), the two groups 
that most heavily influence the curricula in textbooks are the publishers and society; 
the societal influences stem from social movements and special interest groups. 
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     Venezsky (1992) distinguishes between the latent and manifest curricula of 
textbooks. The latent curricula are the secondary messages created by the 
commission and omission of information included in textbooks; the selections reflect 
the traditions of the society. According to Venezsky, such messages can be reflected 
by the number of selections included by authors of a certain background or tradition; 
for example, “A literature anthology that has 80% British authors and 20% American 
transmits one type of message about the center of the literary world, while an 
anthology that reverses this ration sends a different message” (p. 438). Studies such 
as the ones conducted by Applebee (1989, 1991a, 1991b; 1992, 1993), which focus 
on the representation of authors categorized by ethnicity can be considered to be 
evaluating the latent curricula.  
     According to Venezsky (1992), the manifest curricula are what is most evident in 
textbooks and can be divided into five types. The first type is the needed curriculum 
which is often “a very amorphous entity” consisting of suggestions from 
philosophers, politicians, curriculum specialists, and content area authorities 
(Venezsky, 1992, p. 439). The next type of curriculum is the desired curriculum, 
which is usually represented by various state and school district guidelines and the 
suggested guidelines of professional organizations (Venezsky, 1992, p. 439). The 
next type is the prescribed curriculum, which is the textbooks and other materials 
themselves that are determined by publishers and are influenced by economic issues 
such as market trends and profit (Venezsky, 1992, p. 439). The final two types of 
curricula are the delivered and received curricula, which consist of what the teacher 
delivers in the classroom and what the students acquire as a result of classroom 
activity (Venezsky, 1992, p. 439). Venezsky’s classifications are important when one 
considers the various influences on the curriculum outside of the interests of 
teachers and students. 
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     When one considers these outside influences, it appears that teachers, and even 
schools, have little say in what is included in textbooks (Ravitch, 2003; Venezsky, 
1992). According to Venezsky (1992), schools have no organized voice, the 
academic research community has failed to develop criteria, and teachers have little 
direct influence over textbook content. Without a national consensus of school 
curricula, the textbooks are under the influence of publishers, national social 
organizations, and local parent groups (Venezsky, 1992). According to Venezsky, 
both right wing and left wing organizations have an identical role in the framework of 
textbook production. The pressures from these organizations often result in a 
homogenization of texts due to censorship issues and profitability (Apple, 1985; 
Apple & Christian-Smith, 1991). Increased competition among textbook publishers 
reduces the propensity to take risks and can result in the avoidance of controversial 
content (Apple, 1985; Apple & Christian-Smith, 1991; Ravitch, 2003, Venezsky, 
1992).  
Critics of Literature Textbooks 
     English language arts textbooks, which expose students to a variety of reading 
material, are subject to much scrutiny. According to Ravitch (2003) censorship from 
the right, which supports the concept of the ethical tradition as defined by Applebee 
and Purves (1992), focuses on the belief that children are influenced by and often 
model their behavior after what they read (Ravitch, 2003). For example, beginning in 
the 1960s in Texas, Mel and Norma Gabler have had a profound influence on 
textbook publications; the Gablers have “scrutinized texts for decades watching for 
any hint of leftist, anti-family, anti-Christian, or anti-American views” (Ravitch, 2003, 
p. 105). In 1974, in Kanawha County, West Virginia a large-scale protest emerged to 
successfully eliminate texts that were accused of promoting humanism and socialism 
(Moffett, 1988; see also Apple, 1991). According to Purves (1991), this type of 
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censorship often curbs multicultural programs.  
     In addition to censorship of texts from the political right, concerns from the 
political left, which often focus on reducing cultural and gender bias in textbooks, 
have been accused of creating guidelines that eliminate difference and of reducing 
the curriculum to something narrow and bland (Ravitch, 2003). According to Ravitch, 
bias and sensitivity reviewers “strip everything thought provoking and colorful” from 
the curriculum (p. 8). Because of the change in the portrayal of minorities in the 
United States, there has resulted a “long list of taboos created in response to state 
adoption requirements and the pressures of special interest groups” (Venezsky, 
1992, p. 451). Even those who support a multicultural curriculum have criticized 
those concerned with cultural sensitivity as sometimes promoting an unrealistic view 
of American society in an attempt to create an ethos of harmony and equality 
(McCarthy, 1990) while denying strife, oppression, and resistance (Purves, 1991). 
Critics of textbooks that attempt to adopt a multicultural approach state that there 
has been an abandonment of literary quality and that literature textbooks have 
become “a superficial cultural smorgasborg with no strong and meaningful core to 
develop our students’ civic identity as Americans” (Stotsky, 1994, p. 33).  
     Guidelines for selecting multicultural texts have emerged since the 1970s in an 
attempt to address critics from both the left and the right. Some guidelines have 
been established to ensure that literature chosen for use in schools promotes a fair 
and accurate portrayal of minorities. Temple, Martinez, Yakota, and Naylor (1998) 
state that multicultural literature should include insider perspectives, the 
multidimensionality of characters, and accurate, authentic language and details. In 
addition, they warn against literature that promotes stereotypes or inaccurate 
representations of groups; they call for a balanced collection of works that represent 
the diversity of society (Temple, et al., 1998). According to Cavanaugh (1995) 
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criteria for selections should include cultural accuracy, richness of cultural detail, 
authentic dialogue and relationships, in depth treatment of cultural issues, and the 
inclusion of members of minority groups for a purpose.  
     Critics of multicultural literature argue that there should be a balance between 
the positive and negative portrayals of all cultural groups in order to avoid negative 
stereotypes of the dominant culture: 
[Teachers should] Include literary works in which “white” America is 
portrayed as containing decent, civic-minded people as well as 
prejudiced or mean-spirited people. An overdose of “white guilt” 
literature (like Ceremony, Farewell to Mazanar, and The Bluest Eye) 
may cause students to associate “multicultural literature” with white-
guilt literature and to develop a negative reaction either to “white” 
America or to the authors and the groups featured in them, depending 
on the social group in which may they see themselves as a member.” 
(Stotsky, 1994, p. 30) 
The criticism and guidelines for selecting multicultural literature and the 
determination of accurate portrayals, positive or negative stereotypes, as well as 
insider and outsider perspectives depend largely upon the determiner’s political and 
social viewpoint.  
Studies of the Literary Canon Taught in School 
     There have been few studies conducted of textbook development and content 
and, according to Venezsky (1992), those that have been conducted lack appropriate 
methods: “It is important that valid and reliable methods be used in their analyses, 
especially if both the manifest and latent curricula are to be aligned with the needed 
curriculum” (p. 457). The research on the content, both manifest and latent, of 
English language arts textbooks is scant, especially those focusing on secondary 
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literature anthologies. The studies that have been conducted have examined a 
variety of factors such as organization of content, type of selection, attention to 
composition, pedagogical content such as questions and activities, editorial issues, 
and representation of authors based on race, gender, and ethnicity (Applebee, 199a; 
Applebee, 1991b; Applebee, 1992; Applebee, 1993; Lynch & Evans, 1963; Pace, 
1992). 
     One of the first and most comprehensive examinations of English language arts 
textbooks was conducted by Lynch and Evans in 1961 (1963). The researchers 
examined seventy-two anthologies of high school English texts used in grades nine 
through twelve. Although the researchers did report nationality of authorship, they 
focused only on the categories of British literature and North American literature, and 
they did not report the race and/or ethnicity of American authors (Lynch & Evans, 
1963). The researchers noted that anthologies used in American high school were 
predominantly organized chronologically, gave the most attention to the short story, 
were large and cumbersome, contained too much information, and had a lack of 
direction and focus. In addition, the authors noted that many of the selections were 
“second rate literature” such as the lesser works of well-known authors or adventure 
stories. In addition, the researchers concluded that the texts be altered to limit the 
number and type of selections and include only selections of high literary distinction; 
however, they do not state what constitutes this distinction nor did they give 
suggestions of works to be included (Lynch & Evans, 1963). 
     In an attempt to determine the literary canon used in high school English 
classrooms, in the spring of 1988 Applebee (1989) conducted a survey of a 
nationally representative sample of public, Catholic, and independent schools, grades 
seven through twelve, where department heads were asked to list all of the book-
length works that were required reading in any grade; 488 schools participated in 
  35
the study. Lists of the top ten authors and titles contained only one title by a female 
author and none by members of minority groups. Of the 11, 579 individual selections 
reported in the public school sample, 81% were written by male authors and 98% by 
White (non-Hispanic) authors (1989).  
     In addition to studying book-length works, Applebee (1990) also examined 
teachers’ choice as part of a survey of teaching literature in 650 junior and senior 
high schools in the spring of 1989. In one series of questions teachers were asked to 
list all of the selections students had studied in the previous five school days, 
including those studied in class and for homework. The questions prompted teachers 
to indicate selections according to genre. Across genres, 16% of the works were 
written by women and 7% were written by non-white authors. In this national 
survey, the literature anthology was cited by teachers as the most frequent source of 
materials, used by “66% of the teachers” (Applebee, 1989).  
     In addition to studying book-length works and teacher selections, Applebee 
(1991a, 1991b, 1992, 1993) also conducted a study of the 1989 editions of the 
seven anthology series that were used most frequently in the schools in the previous 
national survey. The researchers studied the authors and titles presented in those 
anthologies and characterized the nature of the selections according to genre. The 
results were compared to the survey conducted by Lynch and Evans (1963) and 
compiled a master list of authors and titles identifying the gender, race/ethnicity, 
national tradition within which the author wrote, and date of composition of each 
anthologized selection (Applebee, 1991a, 1991b, 1992, 1993). Across grade levels, 
21% of the selections were written by women and 14% were written by non-White 
authors. Applebee (1992) concluded that “nonwhite authors are better represented 
in the selections of poetry and of nonfiction than they are in other genres” (p. 30). 
Of the anthologies with a focus on United States literature, 83.8 percent of selections 
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were written by White authors, 9.7 percent were written by African American 
authors, 1.6 percent by Hispanic authors, .4 percent Asian, and 4.3 percent were 
Native American, and .1 percent were in the category of “other” (Applebee, 1993, p. 
94).  
     In an article written for the English Journal summarizing the results of these 
series of studies, Applebee (1992) concluded that “the results suggest that the 
curriculum as a whole remains relatively traditional in its emphases” (p. 30). He 
states that although authors from other racial or ethnic traditions are better 
represented than they were in previous decades, much of the curriculum remains 
narrow. 
Works by women still make up only 16% of the reading students are 
asked to do for their English courses in grades seven through twelve, 
and works by nonwhite authors less than 7%. As long as these texts 
remain unchanged, “canonicity” is likely to elude nonwhite authors and 
women; they will continue to be at the margins of a culture that is 
legitimized by its place in the school.” (Applebee, 1992, p. 32)  
In another article discussing his findings, Applebee (1991b) concludes that “schools 
have chosen to ignore diversity and assimilate everyone into the ‘classical’ culture 
that found its way into the schools before the turn of the century” (p. 235). 
     On a smaller scale, Pace (1992) conducted a similar study in 1992. Pace 
examined five United States literature anthologies and grouped authors according to 
genre. In her analysis Pace only included those authors who appeared in three of the 
five textbooks. “Of the 98 writers represented in the textbook canon, 65 are white 
men, 16 are white women, and 10 are black men. There are only four black women, 
and the two native Americans and single Chicano are  males. There are no Asian 
Americans” (Pace, 1992, p. 33). Pace concluded that genre “dilutes the power of 
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minority voices” because most of the women writers in the canon were poets and all 
but one of the short stories were written by White authors (p. 35). Pace’s research 
supports Applebee’s conclusions that minority authors may be included in 
anthologies but mostly in the shorter selections such as poetry (Applebee, 1991a; 
1991b; 1992; 1993). In addition to examining the gender, race, and ethnicity of the 
authors, Pace (1992) chose a selection of short stories written by women and 
selections written by or about people of color and analyzed them for “embedded 
power structures” (p. 34). She concluded that the selections portray women as 
“physically weak and passive” and “voiceless victims of negative experiences” (Pace, 
1992, pp. 36-37). In addition, Pace concluded that embedded stereotypical codes 
were apparent in the writings by and about people of color such as laziness, 
helplessness, and dependence. She states, “Without dismissing negative experiences 
of minorities, we need to balance them with stories of positive, autonomous 
experiences” (p. 37). Pace’s conclusions echo that of critics who argue that in 
addition to the examination of the range of representation of gender, race, and 
ethnicity of authors included literature anthologies, the works selected for inclusion 
should be also considered for their themes and portrayals of minorities. 
     Although the study was conducted on high school world history textbooks rather 
than literature texts, Wartenberg’s (1997) study is relevant because it evaluated the 
effects of the public debates about multiculturalism and Afrocentrism on the high 
school world history curriculum, specifically world history textbooks adopted in 
Florida in 1986 and 1992. Wartenberg (1997) used content checklists, vocabulary 
lists, tabulated visuals such as illustrations, charts, table, and graphs, and found 
very few changes between the two adoption years with respect to multiculturalism. 
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Statewide Textbook Adoption: The Controversy 
     Because Florida has mandatory statewide textbook adoption, and policies 
regulating the content of textbooks adopted in the state, the content of textbooks 
adopted in Florida can be analyzed to determine the extent that these policies affect 
the content of the textbooks selected for adoption. Each year, Florida adopts 
instructional materials for specific classes and selected subject areas on a rotating 
basis. For literature materials, the adoption cycle is every six years. Prior to 
adoption, the Department of Education publishes the Instructional Materials 
Specifications which outline the specific criteria used to evaluate the instructional 
materials (FLDOE, n. d.). The Department of Education accepts nominations for the 
State Instructional Materials Committee in the year prior to adoption: “Nominations 
for these committees are generally made by school district officials, professional and 
educational associations, and civic organizations” (FLDOE, n. d.). Publishers can 
participate in a bidding process to be included in the committee’s review and are 
given state guidelines and policies pertaining to instructional materials. The 
Commissioner of Education formally adopts materials recommended by the State 
Instructional Materials Committee. The politics and procedures related to textbook 
adoption committees are discussed in Ravitch 2003 text, The Language Police.  
     According to a recent publication by the Thomas Fordham Foundation, twenty-
one states currently have a statewide textbook adoption process (Whitman, 2004). 
In addition, Whitman (2004) notes that because publishers want to make their 
textbooks available to as many schools as possible, “the adoption states that 
regulate textbooks effectively determine their content nationwide, particularly the 
huge adoption states of California and Texas” (p. 4). Whitman (2004) also states 
that the states of California, Texas, and Florida account for “as much as a third of the 
nations $4.3 billion K-12 textbook market” (p. 19). In her 1988 text discussing the 
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textbook adoption process, Tyson-Bernstein (1988) also cites California and Texas as 
key adoption states. Keith (1991) adds Florida to the list of states influencing 
textbook content. Like Ravitch (2003), Whitman (2004) cites California’s sensitivity 
guidelines as the perpetrators of many of the perceived problems with textbooks. 
Although these authors approach the issue from different ends of the political 
spectrum, they all cite the textbook adoption process as the cause of severe 
problems existing in textbooks as publishers are motivated by profit, and influenced 
by special interest groups and public policy, rather than the needs of the schools, 
students, and teachers. However, Keith (1991) suggests that not considering the 
needs of special interest groups can also lead to poor textbooks: “…neutralizing 
special interest groups in the selection process has also contributed to the process of 
expurgating controversy, debate, and intellectual variety from textbooks” (p. 57). As 
noted in previous sections, textbooks are vulnerable to criticism from a wide variety 
of groups. Whether the textbook adoption process is harmful to the quality of 
instructional materials is not pertinent to this study; however, the agreement among 
critics that policies addressing the content of instructional materials influences the 
content of these texts, and that the key adoption states are cited as very influential 
in determining the content of textbooks available in state schools across the nation, 
is very relevant to this study. 
The Need for Further Research 
     Textbooks are influenced by a variety of sources. The English language arts 
canon has changed according to differing assumptions about the needs of society as 
well as debates over who should be included within the canon. While some argue 
that the canon should remain narrow and traditional in order to establish a unified 
American culture, others call for better representation of those who have been 
traditionally excluded. Public policy and professional organizations in the English 
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language arts, influenced by the civil rights movement and multicultural education, 
as well as a growing diverse student population, require instructional materials to 
adequately represent the diversity of the society of the United States.  
     In spite of the debate on both sides, and both national and state policies 
addressing diversity, studies of the English language arts curriculum show that the 
canon has changed very little. However, more than a decade has passed since these 
studies were conducted (Applebee, 1991a, 1991b, 1992, 1993; Pace, 1992). In order 
to meet the needs of a changing population and a society that is growing more 
racially and ethnically diverse, the instructional materials of the English language 
arts curriculum should be examined. Because high school United States and 
American literature texts expose students to the United States and American literary 
canon, studies should be conducted to determine the extent to which racial and 
ethnic minorities are represented. In addition, the balance of representation of 
among the genres should be critically examined. Finally, the literary selections 
themselves should be examined with respect to multicultural content and their 
themes in order to determine the types of selections being chosen by textbook 
publishers.  
Summary 
     The traditional canon in United States and American literature anthologies has 
been dominated by White authors and non-White authors have been under-
represented in certain genres such as short stories, plays, and novels (Applebee, 
1991a, 1991b, 1992, 1994; Pace, 1992). However, policies that promote a 
multicultural curriculum call for better and more adequate representation of non-
White authors in United States and American literature anthologies (NCTE, 1970, 
1986, 1990, 1999). Critics of multicultural education assert that attention to 
multiculturalism results in a fragmented curriculum. Recent policies in the past 
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decade such as the National Standards for the English Language Arts, the Florida 
Sunshine State Standards, and guidelines for instructional materials in the state of 
Florida call for instructional materials that match the diversity of society in the United 
States. The purpose of this study was to determine the extent to which policies 
promoting multicultural education have affected the literary selections appearing in 
United States and American literature anthologies adopted in the state of Florida 
before and after these policies were established; specifically, the textbooks adopted 
in Florida in 1991 and 2003. 
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Chapter 3 
Method 
 
     The purpose of this study was to compare the content of United States and 
American Literature textbooks adopted in Florida in 1991 and 2003 to determine if 
there has been a change in what is included with respect to multiculturalism, 
specifically race and ethnicity, as a response to public policy. 
     The high school literary canon has been charged with remaining relatively stable 
and traditional, reflecting a White, male, Western-European heritage (Applebee, 
1991a; 1991b; 1992; 1993). The central research question addressed in this study 
is: To what extent has the public policy supporting a multicultural curriculum and 
diversity of instructional materials affected the literary canon of high school American 
literature anthologies adopted for use in the state of Florida? More specifically, as 
Florida’s student population grows more racially and ethnically diverse, the following 
questions were asked: 
1. To what extent do the selections in United States and American literature 
textbooks adopted in Florida in 2003 reflect a change from the textbooks 
adopted in Florida in 1991 in the number of White versus non-White 
authors? 
2. To what extent do the selections in the United States and American 
literature textbooks adopted in Florida in 2003 reflect a change from the 
textbooks adopted in Florida in 1991 in the number of White (Anglo-
American) authors, Hispanic American authors, African American authors, 
Asian American (Pacific Islander) authors, and Native American authors? 
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3. To what extent do the United States and American literature textbooks 
adopted in Florida in 2003 reflect a change from the textbooks adopted in 
1991 in with respect to gender of the authors? 
4. To what extent do the United States and American literature textbooks 
adopted in Florida in 2003 reflect a change from the textbooks adopted in 
Florida in 1991 in relationship to genre (poetry, short fiction, drama, novel 
excerpts, and nonfiction, and other), gender, and race and/or ethnicity of 
the author? 
5. To what extent have the specific selections included in the high school 
United States and American literature anthologies adopted in Florida in 
2003 changed from those adopted in Florida in 1991 with respect to 
specific criteria for analyzing the content of multicultural literature? 
6. To what extent have the themes of the most frequently anthologized 
literary selections written by non-White authors of the United States and 
American literature textbooks adopted in Florida in 2003 changed from the 
themes of the literary selections written by non-White authors of the 
United States and American literature textbooks adopted in Florida in 
1991?      
Overview of Content Analysis 
     A broad definition of content analysis, according to Holsti (1969) is “any 
technique for making inferences by objectively and systematically identifying 
specified characteristics of messages” (p. 14). Content analysis has been used for 
the analysis of character portrayals in television commercials, films, and novels; for 
the analysis of newspaper articles and political speeches; and, for the analysis of 
textbooks, as well as many other forms of communication (Gall, Borg, & Gall, 1996; 
Neuendorf, 2002). According to Holsti (1969), content analysis is a research method 
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developed for investigating any problem in which the content of communication 
serves as the basis for inference.  
     The earliest forms of content analysis required that inferences from content data 
came from the frequency with which certain symbols or themes occurred in the text, 
which is often considered a solely quantitative analysis examining the manifest 
content of communication (Holsti, 1969).  However, because the researcher creates 
the categories, as well as makes inferences from them, content analysis can also be 
considered qualitative research. In addition, inferences about the latent content, for 
example the presence or absence of a certain characteristic, which may lead the 
researcher to a certain conclusion, can be considered qualitative. According to Holsti 
(1969), “…the content analysis should use qualitative and quantitative methods to 
complement each other. It is by moving back and forth between these approaches 
that the investigator is most likely to gain insight into the meaning of his data” (p. 
11). Therefore, content analysis can be used in a mixed methods design.  
     According to Holsti (1969), definitions of content analysis most often require 
objectivity, system, and generality. Objectivity requires the establishment of specific 
rules and procedures for carrying out each step in the research process. The 
researcher must make decisions about the data, for example, determining 
categories, the placement of units into categories, and making inferences about the 
data once it is coded and summarized. However, by using specific rules and 
procedures, the researcher can attempt to eliminate subjectivity and bias. According 
to Holsti (1969), “one test for objectivity is: can other analysts, following identical 
procedures with the same data, arrive at similar conclusions?” (p. 4). Holsti’s 
requirement of system refers to the application of consistent rules. Data should be 
included or excluded according to these rules, not simply according to an 
investigator’s hypothesis. Finally, generality requires that findings must have 
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“theoretical relevance” (p. 5). The information about content should be compared 
with other attributes of the document, other documents, the characteristics of the 
persons who produced the documents, the times in which they lived, or the audience 
for which they are intended: “Thus, all content analysis is concerned with 
comparison, the type of comparison being dictated by the investigator’s theory” (p. 
5).  
Sample 
     The textbooks selected for this study are the United States literature anthologies 
adopted by the state of Florida in 1991 and 2003. These textbooks were used in the 
required English III course at the eleventh grade level which focuses on United 
States literature. One aspect of multicultural education is the focus on content 
integration (Banks, 1993a) which matches the diversity of society, and the public 
policy being used in this study specifically addresses the society of the United States. 
The adoption years were chosen to represent a period of change in public policy with 
respect to cultural diversity, as well as to follow Applebee’s 1991 study (1991a, 
1991b, 1992, 1993). In 1992, the state of Florida added the term “ethnic” to statute 
233.09(4)(a), which establishes the state’s continuing commitment to promoting 
diversity in instructional materials. Furthermore, 1991 represents a time when the 
concept of cultural literacy was being debated; by 1990 proponents of cultural 
literacy were calling for a more traditional literary canon. In addition, choosing the 
two adoption years of 1991 and 2003 allowed the researcher to examine textbooks 
adopted prior to and after the publication of the 1996 NCTE & IRA National 
Standards and the Sunshine State Standards which address cultural diversity in 
language arts materials. The 2003 adoption year is the most recent textbook 
adoption year in Florida; therefore, it should be representative of the literature 
anthologies presently being used. All of the selections in each textbook were 
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analyzed for information regarding the race and/or ethnicity and gender of the 
author as well as the genre of the selection using the coding forms appearing in 
Appendices A and B. The sampling scheme for this study was non-random, 
purposeful sampling, because its purpose was to select a sample of similar cases in 
order for the researcher to study the sample in depth (Gall, et al., 1996). 
     A sub-sample of the selections in the textbooks were used for analyzing the 
characteristics of specific selections. For this portion of the study only the selections 
written by non-White authors were analyzed in order to determine the extent to 
which the content of the multicultural selections has changed in the two adoption 
years. The content of these selections were analyzed using the character 
demographics checklist appearing in Appendices C and D as well as the multicultural 
content checklist appearing in Appendix E. Each selection was analyzed only once for 
each adoption year; for example, if a work appeared in more than one textbook for 
the 1991 adoption year, it was only coded and counted once since the totals for each 
year were the purpose of the comparison.  
     Another sub-sample of the textbooks from the two adoption years was taken for 
the final portion of the study, which consisted of a thematic analysis of specific 
multicultural selections. In this portion of the study the sample consisted of the most 
frequently anthologized selection for each genre, in each non-White racial and ethnic 
category, per adoption year. For example, the most frequently anthologized poem 
written by an African American author for each adoption year was analyzed for 
emergent themes in order to determine if the themes (or the frequency of 
occurrence of specific themes) of the multicultural selections included in high school 
American literature anthologies have changed over the period of the two adoption 
years.  
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Design and Procedures 
     According to Holsti (1969), content analysis is most frequently used to describe 
the attributes of a message. This study described the attributes of high school 
literature anthologies with respect to race and/or ethnicity and gender of the author 
(Research Questions 1-3), genre (Research Question 4), and the characteristics of 
the multicultural selections (Research Questions 5 & 6). This study meets Holsti’s 
(1969) requirement of objectivity by providing clear explanations of the rules and 
procedures governing the study, including specific information about checklists for 
evaluating the content and the source and creation of categories. The study was 
systematic because all information that meets the requirements was included. 
Finally, the study meets the requirements of generality because it compares the 
results from one textbook adoption year, 1991, to another adoption year, 2003. In 
addition, results were compared to recent demographic information about Florida, 
theory about multicultural education, and the study of high school literature 
anthologies conducted by Applebee (1991a, 1991b, 1992, 1993). In addition, the 
multicultural content checklist was taken from theoretical guidelines for evaluating 
multicultural literature. This content analysis design used a combination of 
quantitative and qualitative measures to provide more meaningful results.  
     The information gathered in the first phase of the study, the determination of 
race and/or ethnicity of the author and the categorization of each selection by genre 
was used to inform the second two phases of the study. Once the first phase was 
conducted, the selections by non-White authors were analyzed during the second 
phase. Finally, information collected in the first phase, the most frequently 
anthologized selections, determined the sample for the third phase, the thematic 
analysis. The next section provides a discussion of the validity of the categories, the  
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analytical tools for data collection, and the type of data analysis that will be 
conducted.  
Validity: 
Guidelines for Content Analysis Categories 
     This study included checklists for the race and/or ethnicity and gender of the 
authors represented in each textbook and the genre of each selection. In addition, 
selections written by non-White authors were analyzed for demographic content and 
multicultural content. Finally, specific selections, the most frequently anthologized 
works by non-White authors, were analyzed for themes using emergent themes 
analysis. A specific discussion of each type of data collection, data coding including 
checklists, and data analysis is discussed with clear steps and procedures for each 
aspect of the textbook analysis. First, the creation of categories as steps in the 
content analysis will be described. 
     According to Holsti (1969), there are five guidelines for constructing a set of 
content analysis categories. The first is that the categories should reflect the 
purposes of the research. The purpose of this study is to examine the representation 
of authors for race and/or ethnicity in high school U.S. literature anthologies as well 
as to examine the content and themes of specific selections. The second guideline is 
that the categories be exhaustive; in other words there must be a category for each 
item. In the case of race and/or ethnicity of the author, a category of “Multiracial” 
was be created for those authors who can fit into more than one of the five 
categories established for this portion of the study: Anglo-American, African 
American, Asian American, Hispanic American, and Native American. An “other 
fiction” category was available for those selections that do not meet the criteria of 
the five genres: play, novel excerpt, poem, short fiction, or nonfiction. The descriptor 
of “not specified” was added to the category of gender for those works where gender 
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of the author was indeterminable. In the checklists created for analyzing the content 
of the selections, the categories of “unable to determine” and “not applicable” were 
created to meet Holsti’s guidelines. The emergent themes of the specific selections 
created categories, which contain each unit analyzed. 
     The third guideline is that each category be mutually exclusive: each item coded 
should only be capable of being placed in one category (Holsti, 1969). In the case of 
an author who can be identified by more than one race or ethnicity, the author was 
placed in the “Multiracial” category. The fourth guideline is that the assignment of 
one item to a given category should not affect the assignment of other items; each 
category should be independent. Each author of a selection in a literature anthology 
is independent of one another and the categories created in the other checklists 
meet the standards of independence. Finally, each category should be derived from a 
single classification principle (Holsti, 1969). In the case of race and/or ethnicity as 
well as genre, no category is a subcategory of another. Attention to these guidelines 
will improve the validity of the results, specifically content and construct validity. 
Finally, the analytical tools were be reviewed by a panel of experts in order to 
improve validity.  
Data Collection, Analytical Tools, and Data Analysis 
Content Checklist: Demographics and Genre  
     One of the most commonly used methods in content analysis is the frequency 
count or tally (Holsti, 1969). In the first phase of the study, the following information 
was collected, recorded, and counted for each selection: the name of the author, the 
title of the selection, the race and/or ethnicity of the author, the gender of the 
author, and the genre of the selection. The categories for race and/or ethnicity are 
based on those defined by Banks and Banks (1993) and are in accordance with those 
derived from the five racial categories established in 1977 under the federal Office of 
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Management and Budget’s “Directive No. 15: Race and Ethnic Standards for Federal 
Statistics and Administrative Reporting” (Richardson & Johanningmeier, 2003, p. 
241). In addition, the category of Multiracial has been added. The six categories are 
as follows: Anglo-American, African American, Asian American, Hispanic American, 
Native American, and Multiracial. If the information about the author’s race or 
ethnicity did not appear within the textbook, then the information was obtained from 
other sources such as standard library references and web resources. The 
classifications for genre were those that are accepted by most literary dictionaries: 
definitions for each genre from Shaw’s (1976) Concise Dictionary of Literary Terms 
are available in Appendix A. The categories for genre are as follows: poetry, short 
fiction, novel or novel excerpt, play, nonfiction, and other fiction. This information 
was recorded using checklists for each selection. Data were analyzed, totals were 
generated, and simple descriptive statistics such as ratios and percentages were 
calculated for the following areas per textbook: 
• the number of literary selections written by White and non-White authors 
(Research Question 1) 
• the number of literary selections written by Anglo-American authors, African 
American authors, Asian American authors, Native American authors, Hispanic 
American authors, and authors who fall into the “Multiracial” category 
(Research Question 2) 
• The number of selections per racial and ethnic category (Research Questions 
1 and 2)  
• The number of selections written by male and female authors (Research 
Question 3) 
• The number of selections per genre (Research Question 4) 
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• The number of selections per genre sorted by gender and racial and ethnic 
category (Research Question 4)  
In addition to gathering information per textbook, averages for each adoption year 
were calculated for comparison of the following: 
• Percentages of selections written by White vs. non-White authors (Research 
question 2) 
• Percentages of literary selections written by authors in each racial and ethnic 
category (Research Question 2) 
• Percentages of literary selections written by male and female authors 
(Research Question 3) 
• Percentages of literary selections written by authors in each gender and racial 
and ethnic category sorted by genre (Research Question 4) 
Finally, additional information about the most frequently anthologized non-White 
author and selection per genre, and per racial and/or ethnic category, was collected 
for each text and each adoption year. For example, Applebee’s (1991a; 1991b; 
1992, 1993) study found that Langston Hughes was the most frequently 
anthologized African American author in the textbooks analyzed.  
Content Checklist: Character Demographics 
     In order to determine change in the content of the selections including in Florida 
high school United States and American literature anthologies written by non-White 
authors, a character demographics checklist was been created. A checklist created 
by Neuendorf (2002) for analyzing characters in television shows was modified to 
apply to literary selections. The unit of data collection for a short story, novel, or 
poem was the main character or protagonist. If the fictional work contained a 
narrator in addition to a main character, he or she was coded as well. If the selection 
does not contain a main character or protagonist, as in the case of certain poems or 
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nonfiction selections, the main person, narrator, or subject of the selection was 
coded. If the subject of the selection was a group of people, then the selection 
should was analyzed. For the sake of consistency, the term “character” will be 
applied to all of the aforementioned possibilities. All literary selections written by 
non-White authors were coded. 
     The categories and descriptors for the character’s age, gender, and 
socioeconomic status were derived from Neuendorf’s (2002) codebook. The 
categories and their descriptors for race and/or ethnicity of the author, race and/or 
ethnicity of the character, and genre, were derived from the categories developed for 
the first phase of the study. The category for family and living arrangements and its 
descriptors was derived from information provided by the U. S. Census Bureau 
(2000). The category of setting and its descriptors was created by the researcher.  
     Because this portion of the study is concerned with the literary selections 
available for each adoption year, rather than for each textbook, if a selection 
appeared in more than one textbook for one adoption year, it was not be coded 
again nor was the data be used twice. However, if a selection appeared in more than 
one adoption year, the data was included for both adoption years but only one time 
each year. The totals for each category, per adoption year, were tallied and 
percentages were computed for the purpose of comparison.      
Content Checklist: Multicultural Content 
     In an effort to determine change in the content of the selections included in 
Florida high school United States literature anthologies adopted in 1991 and 2003, a 
checklist for analyzing multicultural content was created. The checklist was created 
by modifying existing guidelines established for evaluating multicultural literature as 
well as guidelines established for detecting racial and ethnic bias in textbooks and 
literature (Cavanaugh, 1995; Council on Interracial Books for Children (CIBC), 1980; 
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Temple, Martinez, Yakota, & Naylor, 1998; Yakota, 1993). Many of these guidelines 
were created to evaluate children’s literature; therefore, only those items that could 
pertain to literature appearing in high school anthologies were included. In addition, 
the purpose of this study was to compare the content of the selections written by 
non-White authors, not to detect bias in these selections. Therefore, the purpose of 
this study was to be descriptive, rather than evaluative. As a result, the categories 
were modified to describe the author’s treatment of these issues rather than to 
determine an author’s bias. Although some of these categories may have been 
established to detect bias, they address cultural issues that can be used for 
descriptive purposes as well.  
     If one of the purposes of expanding the literary canon is to expose students to a 
curriculum that reflects the characteristics of a diverse society as well as to provide 
the students with insights into different aspects of the culture of the United States, 
then these selections can be analyzed for their multicultural characteristics. The 
categories used to create the checklist are as follows: cultural details (Council for 
Interracial Books for Children, 1980; Temple, et al., 1998; Yakota, 1993), use of 
language and dialogue (Cavanaugh, 1995; CIBC, 1980; Temple et al., Yakota, 
1993), relationships (CIBC, 1980; Yakota, 1993), stereotypes (Cavanaugh, 1995; 
CIBC, 1980; Temple et. al, 1998); point of view (Cavanaugh, 1995; CIBC, 1980; 
Temple et. al, 1998), conflict and resolution (Cavanaugh, 1995; CIBC, 1980), and 
standards of success (CIBC, 1980).  While the guidelines for detecting bias and for 
evaluating multicultural materials are often concerned with accuracy and authenticity 
of the characteristics, this study focused on the presence or absence or these 
characteristics.  
     Cultural detail. Materials which provide insight into a culture may often contain 
details “that enhance the story in such a way that the readers gain an understanding 
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of the culture they are reading about” (Cavanaugh, 1995, p. 6). The literary 
selections were analyzed in order to determine if they contain details that are specific 
to a racial or ethnic culture other than the dominant culture of Anglo-American.  
     Use of language and dialogue. According to Temple et al. (1998), the 
language and dialect spoken by characters should “authentically portray the kinds of 
interactions typical of those characters” (p. 103). The selections were analyzed for 
the presence or absence of cultural language and dialect.  
     Relationships. While critics of multiculturalism state that relationships in 
multicultural literature often ignore strife or conflict between cultural groups 
(McCarthy, 1009; Purves, 1991; Ravitch, 2003), those concerned with eliminating 
bias (CIBC, 1980) state that minorities are often portrayed as inferior to Whites. 
Therefore, the relationships between cultural groups were analyzed. An aspect of the 
storyline pertaining to the relationship between members of a minority culture and 
the dominant culture, such as whether or not a character must sacrifice himself of 
herself for a white character, were included. In addition, the CIBC (1980) states that 
in some literature, the non-White characters had to rid themselves of cultural 
characteristics in order to be accepted into the dominant culture. For the purposes of 
this study, the selection was analyzed in order to determine whether or not 
characters struggle with the issue of assimilation. 
     Stereotypes. A major concern for those creating guidelines for the evaluation of 
multicultural literature is the avoidance of cultural stereotypes (Cavanaugh, 1995; 
CIBC, 1980; Temple, et al., 1998; Yakota, 1993). Because the purpose of this study 
is not to detect racial or ethnic bias, the selections will not be analyzed for the 
promotion of cultural stereotypes; however, it is possible that an author may choose 
to address cultural stereotypes as a theme. Therefore, the presence or absence of  
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the treatment of cultural stereotypes has been included as a characteristic of the 
checklist. 
     Point of View. Temple et. al (1998) cite insider perspectives as important 
characteristics of multicultural literature: “The author should maintain an insider’s 
mind-set and point of view when writing about a cultural group in order to portray it 
authentically” (p. 101). In addition, Cavanaugh uses both “insider’s perspective” and 
“outsider’s perspective” as categories for evaluating multicultural literature. For the 
purposes of this study, the author’s point of view as well as the character’s point of 
view was analyzed. For example, does the character consider himself or herself an 
insider into the racial or ethnic culture being portrayed? In addition, a character may 
also identify with or attempt to align himself or herself with certain characteristics of 
the dominant culture; therefore, the selections were analyzed to determine the 
presence or absence of a character’s identification with the dominant culture. 
     Conflict and resolution. Critics of multicultural literature state that the 
materials included in the curricula often ignore cultural conflicts in an effort to 
portray an ethos of harmony and equality (McCarthy, 1990) while denying strife, 
oppression, and resistance (Purves, 1991). According to Cavanaugh (1995) and the 
CIBC (1980) multicultural literature can be examined to determine if it addresses 
issues of injustice and how those issues are handled by the character. For example, 
does the character resist injustice? In addition, the selection can be examined in 
order to determine who resolves the problems. For example, does a protagonist or 
another member of the culture solve the problems or does a member of the 
dominant culture solve the problems? Because literature can sometimes have an 
ambiguous ending, the literature was analyzed to determine the presence of some 
sort of plot resolution. Finally, the literature was analyzed in to determine if the  
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selection ends positively and, even if it does not, if it offers hope for the future 
(Cavanaugh, 1995).  
     Standards for success. According to the CIBC (1980), one aspect of the 
storyline that can be analyzed in multicultural literature is the determination and 
sources of success standards. Do the members of the dominant culture determine 
the standards for success? For example, does it take “white” behavior standards for 
a minority person “to get ahead”? (CIBC, 1980, p. 24). In addition, do any of the 
characters have to perform extraordinary feats in order to gain approval and 
acceptance?  
     The information gathered from these checklists was counted for each selection 
and totals were computed for each adoption year.  Percentages were calculated for 
each adoption year for comparison purposes.  
Content Analysis: Emergent Themes 
     The final phase of the study was a content analysis of the emergent themes in 
the most frequently anthologized literary selections of each non-White racial and/or 
ethnic category, per adoption year. In this study a modified version of Berg’s (2004) 
stage model for the content analysis procedure were used. The first step is to begin 
with the research question. In this case, the sixth research question calls for a 
comparison of themes of the literary selections written by non-White authors in an 
attempt to determine change. In the second step of the content analysis, the 
researcher read through the data and wrote down relevant themes and category 
labels, through open and axial coding; Berg (2004) refers to these themes as 
grounded (p. 285) because they come from the data and are established by the 
researcher. Berg refers to this as an inductive approach used to “identify the 
dimensions or themes that seem meaningful to the producers of each message” (p. 
272). In this portion of the study the level of analysis was literary selections and the 
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unit of analysis was themes, which, according to Berg (2004), in its simplest form is 
a “string of words with a subject and a predicate” (p. 273).  
     In the third step of this model, the researcher determined the criteria for 
selection by sorting the data into categories (2004); in this study the definitions of 
the categories, the unit of analysis of the emergent themes, was the criteria. The 
fourth stage is to sort the data according to the categories and count the number of 
times the theme appears (Berg, 2004). The counts were used to calculate 
percentages that were compared between the textbooks adopted in 1991 and 2003.  
For the purposes of this study, the number of selections containing a particular 
theme was calculated to determine the extent to which the themes in the most 
frequently anthologized selections has changed between the adoption years.  
Reliability 
     Because the researcher was the only one administering the coding forms, intra-
rater reliability was measured. The researcher coded the same document twice, once 
in the beginning of data collection and once halfway through data collection and 
compared the results using percent agreement. According to Neuendorf (2002), 
percent agreement is a simple percentage, representing number of agreements 
divided by total number of measures and is appropriate for categorical data. The 
statistic ranges from .00 (no agreement) to 1.00 (perfect agreement).  
     In addition to intra-rater reliability, the researcher also conducted data 
workshops where the data collection was reviewed by advisors to ensure it was being 
analyzed and categorized correctly and consistently. A data workshop was conducted 
during the beginning of each stage of the content analysis after one adoption year 
had been analyzed and prior to the analysis of the other adoption year.  
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Summary 
     The purpose of this study was to compare the content of American Literature 
textbooks adopted in Florida in 1991 and 2003 to determine if there has been a 
change in what is included with respect to multiculturalism, specifically race and 
ethnicity, as a response to public policy. The method used in this study was content 
analysis. The sample for the study contained literary selections appearing in the 
United States and American literature anthologies adopted in the state of Florida in 
1991 and 2003. In the first phase of the study all of the literary selections were used 
and they were categorized, coded, and analyzed by race and/or ethnicity of the 
author, gender of the author, and genre of the literary selection. In the second phase 
of the study, selections written by non-White authors were categorized, coded, and 
analyzed according to the content checklists for character demographics and 
multicultural content. In the third and final phase of the study, the most frequently 
anthologized works written by non-White authors for each genre were analyzed using 
emergent themes analysis. In order to determine intra-rater reliability, a selection 
occurring in both adoption years was coded twice and analyzed using a formula for 
percent agreement. 
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Chapter 4 
Results of Phase One 
 
     This chapter presents the results of the first phase of the content analysis of the 
five American literature textbooks adopted for use in Florida in 1991 and the six 
American literature textbooks adopted in 2003. This purpose of this analysis was to 
determine the effects of policies addressing multiculturalism on the high school 
United States and American Literature canon, as represented in textbooks adopted in 
the state of Florida in 1991 and 2003. Specifically, this analysis examined the 
following aspects of these textbooks: the number of White vs. non-White authors 
and literary selections authored for each textbook and each adoption year (Research 
Question 1); the number of Anglo-American authors, Hispanic American authors, 
African American authors, Asian American authors, Native American authors, and 
Multiracial authors for each textbook and each adoption year as well as the number 
of literary selections authored for each group (Research Question 2); the number of 
male and female authors for literary selections appearing in each adoption year 
(Research Question 3); the number of authors and literary selections from each 
gender, and racial and ethnic group with respect to genre (poetry, short story, novel, 
novel excerpt, nonfiction, and other fiction) for each textbook and each adoption 
year (Research Question 4).  
     Tables have been used to present the various analyses and to facilitate the 
discussion based on these findings. The textbooks have been divided into two 
groups: Group I contains textbooks on the 1991 Adoption List and Group II contains 
textbooks on the 2003 Adoption List. Some of the textbooks contain only the name 
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of the publisher in the title while others have a complete title; therefore, for clarity 
and brevity, the textbooks are referred to by a shortened version of the publisher’s 
name and the publication year. The shortened versions appear in parentheses next 
to the complete titles, which are listed as follows: 
     Group I –  Adventures in American Literature by Harcourt, Brace, Jovanovich,   
      Inc. (Harcourt 1989)  
  The Elements of Literature Fifth Course: Literature of the United States  
  by Holt, Rinehart, & Winston (Holt 1989) 
Prentice Hall Literature: The American Experience by Prentice Hall 
(Prentice Hall 1991) 
  The United States in Literature Classic Edition: America Reads by Scott 
  Foresman (Scott Foresman 1991) 
Scholastic Scope Literature Level Five Grade Eleven: American 
Literature (Scholastic 1991) 
Group II - Literature and the Language Arts: The American Tradition by 
EMC/Paradigm Publishing (EMC 2003) 
 Glencoe Literature the Reader’s Choice: American Literature by  
 Glencoe McGraw-Hill (Glencoe 2003) 
 Globe Fearon Literature: Silver Level by Globe Fearon (Globe Fearon 
2001) 
 Elements of Literature Fifth Course: Literature of the United States 
with Literature of the Americas by Holt, Rinehart, & Winston (Holt 
2003) 
 The Language of Literature: American Literature by McDougal Littell 
(McDougal 2003)  
  61
                Prentice Hall Literature: Timeless Voices, Timeless Themes by Prentice 
Hall(Prentice Hall 2003) 
Content Checklist: Demographics and Genre 
     The data for each textbook was coded according to the content checklists and 
codebooks appearing in Appendices A and B; however, the data was then entered 
into a database using Microsoft Access™ in order to sort and count the information 
more efficiently and accurately.  
     The data for each textbook was coded and counted based on the following 
categories: race and/or ethnicity, genre, and gender. The categories for race and/or 
ethnicity are as follows with shortened codes in parentheses: African American (AF), 
Anglo-American (AN), Asian American (AS), Hispanic American (HI), Native American 
(NA), and Multiracial (MU). Authors who fit into more than one racial or ethnic 
category were placed in the category of multiracial; however, if an author’s heritage 
contained a combination of a White and non-White heritage, the literary selection 
was analyzed to determine if it was written from a specific racial or ethnic point of 
view. If the point of view contained a strong racial or ethnic perspective from a non-
White category, the author was placed in the appropriate non-White category.  
     The categories for gender are female (F), male (M), and not specified (NS). 
Authors whose gender was categorized as not specified, in some cases, were coded 
as Unknown which was the result of works where authorship could not be identified. 
For example, in the Prentice Hall 1991 text, the African American spirituals of Go 
Down Moses and Swing Low, Sweet Chariot were coded as follows: the author was 
coded as “Unknown,” the gender was coded as “not specified,” and the genre was 
coded as “other fiction.” In other cases, those works in which the gender was coded 
as not specified were works where authorship was credited by the textbook publisher 
to a specific group, such as a Native American tribe. In this case, the author was 
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given the title of the specific group. For example, in the Prentice Hall 1991 text, the 
Navajo Origin Legend was coded as follows: the Navajo Tribe as the author with a 
gender of Not Specified (NS) and a race/ethnicity of Native American (NA). 
     To facilitate ease of data analysis not all categories for genre were shortened. 
The categories for genre are as follows with the shortened versions in parentheses 
when applicable: poetry (poem), short story (SS), novel, novel excerpt, play, 
nonfiction (NF), and other fiction (other). To provide further information about genre, 
additional genre information was recorded for the categories of nonfiction and other 
fiction. Works which were categorized as nonfiction included speeches such as Patrick 
Henry’s Speech in the Virginia Convention; essays such as E. B. White’s Death of a 
Pig; letters such as Abigail Adams’s Letter to Her Daughter from the New White 
House; excerpts from longer works of nonfiction such as N. Scott Momaday’s from 
The Way to Rainy Mountain; and, historical documents such as Thomas Jefferson’s 
The Declaration of independence. Works categorized as other fiction (other) included 
songs and spirituals, myths, legends, and folklore.  
Literary Selections Categorized by Race and Ethnicity 
     In this section each literary selection from the textbooks adopted in 1991 and 
2003 was categorized by race and ethnicity of the author. Totals and percentages for 
each textbook as well as all selections in each group of textbooks were calculated 
and recorded. The two groups were then compared in an effort to determine the 
change in the literary canon with respect to policies addressing multiculturalism. 
Group I 
     In this group, there was a variation between textbooks with respect to literary 
selections by White vs. non-White authors. As indicated in Table 1, the text with the 
greatest percentage of selections written by White authors was the Prentice Hall 
1991 textbook with 86.41% of the selections categorized as Anglo-American and 
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13.59% of the selections categorized as non-White. The Scott Foresman 1991 
textbook had the lowest percentage of non-white authors with 79.00% of the 
selections categorized as Anglo-American and 21.00% of the selections categorized 
as non-White. For the entire adoption year, the percentage of selections by Anglo-
American authors was 82.84%.   
Table 1 
Number and Percentage of Literary Selections by Race and/or Ethnicity of Author in Group I  
 
Textbook 
 
AF AN AS HI NA MU Total 
Harcourt  
1989 
21 
9.95 
174 
82.46 
0  
0.00 
8  
3.79 
8 
3.79 
0  
0.00 
211 
 
        
Holt 
1989 
21 
11.54 
153 
84.62 
1 
0.55 
3 
1.65 
3 
1.65 
0  
0.00 
182 
 
        
Prentice 
Hall 1991 
16 
7.77 
178 
86.41 
2 
0.97 
1 
0.49 
9 
4.37 
0  
0.00 
206 
 
        
Scholastic 
1991 
10 
10.99 
74 
81.32 
2 
2.20 
2 
2.20 
3 
3.30 
0 
0.00 
91 
 
        
Scott 
Foresman 
1991 
25 
11.42 
173 
79.00 
2 
0.91 
5 
2.28 
13 
5.94 
1 
0.46 
219 
 
        
1991 
Adoption 
Year 
93 
10.23 
753 
82.84 
7 
0.77 
19 
2.09 
36 
3.96 
1 
0.11 
909 
 
 
Note.  AF = African American AN = Anglo-American AS = Asian American 
 HI = Hispanic  NA = Native American MU = Multiracial  
     The racial or ethnic group which contained the second greatest percentage of 
selections was the category of African American authors, which ranged from 7.77% 
to 11.54% with the Prentice Hall 1991 text containing the lowest percentage and the 
Holt 1989 textbook containing the greatest percentage. The overall percentage of 
selections written by African American authors for Group I was 10.23% with 93 
selections.  
     The third highest percentage of selections was written by Native American 
authors, which ranged from 1.65% to 5.48% in Group I. The textbook with the 
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greatest percentage of selections written by Native American authors was the Scott 
Foresman 1991 text with 12 selections. The Holt 1989 and Scholastic 1991 had the 
lowest percentages of selections by Native American authors each containing three 
selections. The overall percentage of literary selections written by Native American 
authors in Group I was 3.96% with 36 selections.  
     In Group I, there were very few selections written by Hispanic American and 
Asian American authors. The textbooks containing literary selections written by 
Hispanic American authors ranged from 0.49% to 3.79%; the Harcourt 1989 
textbook contained the greatest number of selections with eight, while the Prentice 
Hall 1991 textbook contained the least with one selection written by a Hispanic 
American author. The overall percentage of selections written by Hispanic American 
authors for Group I was 2.09%. The percentage of selections written by Asian 
American authors ranged from 0.00% to 2.20%. The Prentice Hall 1991, Scholastic 
1991, and Scott Foresman 1991 textbooks each contained two selections categorized 
as Asian American. The Harcourt 1989 textbook did not contain any selections 
written by Asian Americans and the total number of selections in this category for 
Group I was seven or 0.77% with no selection appearing in more than one text.      
          Only one literary selection (0.16%) was categorized as Multiracial in Group I 
for the 1991 Adoption Year, which was the work song, or chantey, Shenandoah. The 
origins of the song have been traced to both Irish American and African American 
traditions, and the song is about a Native American chieftain. This song appears in 
the Scott Foresman 1991 textbook.  
Group II 
     In this group of textbooks eligible for adoption in the state of Florida in 2003, 
there was a variation between textbooks with respect to literary selections written by 
White vs. non-White authors. As indicated in Table 2, the percentages of selections 
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written by White (Anglo-American) authors ranged from 57.14% to 78.67% with the 
overall percentage of selections written by White authors consisting of 68.35% for 
Group II. The textbook with the lowest percentage of selections written by White 
authors (and, therefore, the greatest percentage of selections written by non-White 
authors) was the Glencoe 2003 text, and the textbook with the greatest percentage 
of selections written by White authors (and, therefore, the lowest percentage of 
selections written by non-White authors) was the Globe Fearon 2001 text.  
Table 2 
Number and Percentage of Literary Selections by Race and/or Ethnicity of Author in Group II  
 
 AF AN AS HI NA MU Total 
EMC 
2003 
29 
18.13 
120 
75.00 
2 
1.25 
3 
1.88 
6 
3.75 
0 
0.00 
160 
 
        
Glencoe 
2003 
35 
20.00 
100 
57.14 
10 
5.71 
20 
11.43 
10 
5.71 
0 
0.00 
175 
 
        
Globe 
Fearon 
2001 
10 
13.33 
59 
78.67 
2 
2.67 
1 
1.33 
3 
4.00 
0 
0.00 
75 
 
        
Holt  
2003 
29 
14.29 
148 
72.91 
4 
1.97 
12 
5.91 
10 
4.93 
0 
0.00 
203 
 
        
McDougal 
2003 
32 
21.33 
90 
58.67 
6 
4.00 
13 
8.67 
10 
6.67 
1 
0.67 
150 
 
        
Prentice  
Hall 
2003 
30 
16.22 
133 
71.89 
4 
2.16 
8 
4.32 
10 
5.41 
0 
0.00 
185 
 
Group II 165 
17.41 
648 
68.35 
28 
2.95 
57 
6.01 
49 
5.17 
1 
0.11 
948 
 
 
Note.  AF = African American AN = Anglo-American AS = Asian American 
 HI = Hispanic  NA = Native American MU = Multiracial  
     African American authors comprised the second greatest percentage of selections 
in Group II. The percentage of selections written by African American authors ranged 
from 13.33% to 21.33%. The textbook with the greatest percentage of selections 
written by African American authors was the McDougal 2003 text and the text with 
the lowest percentage of selections written by authors in this category was the Globe 
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Fearon 2001 text. The overall percentage of selections in Group II written by African 
American authors was 17.41%.  
     The percentage of selections written by Hispanic American authors in Group II 
ranged from 1.33% to 11.43% with the least number of selections, one selection, 
appearing in the EMC 2003 textbook and the greatest number, 20 selections, 
appearing in the Glencoe 2003 textbook.  The overall percentage of selections 
written by Hispanic American authors in Group II, the 2003 adoption year, was 
6.01%, establishing Hispanic American authors as the group with the third greatest 
percentage of selections. 
     The percentage of selections written by Native American authors in each textbook 
for Group II ranged from 3.75% to 6.67%. The textbook with the lowest percentage 
of selections written by authors in this category was the EMC 2003 textbook with 
three selections. The textbooks with the greatest number of selections in this 
category were the Glencoe 2003 text, Prentice Hall 2003 text, and the McDougal 
2003 text, each with 10 selections. The overall percentage of selections written by 
Native American authors from Group II was 5.17%.  
     With the exception of the category of Multiracial, literary selections written by 
Asian American authors had the lowest percentage of selections in Group II. The 
percentages of selections written by Asian American authors ranged from 1.25% to 
5.71%. The overall percentage of selections written by authors in this category for 
Group II was 2.95%. The text with the greatest number of literary selections written 
by Asian American authors was the Glencoe 2003 text with 10 selections. The 
textbook with the least number of selections written by Asian American authors was 
the EMC 2003 text with two selections.  
     Only one selection was categorized as Multiracial for Group II, textbooks eligible 
for adoption in the state of Florida for 2003. This selection appears in the McDougal 
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2003 text and is a poem written by Wendy Wilder Larsen, an Anglo-American author, 
and Tran Thi Nga, an Asian American author, entitled Deciding. The poem details 
events occurring during the Vietnam War and is written from the perspective of a 
Vietnamese civilian.  
Groups I and II Compared 
     As indicated in Table 3, the category of race and/or ethnicity that showed the 
greatest change from Group I to Group II was selections written by Anglo-American 
authors, which showed a decline. In Group I the percentage of selections written by 
Anglo-American authors ranged from 79.91% to 86.14%, with an average of 
82.84%. In Group II, the selections written by Anglo-Americans ranged from 57.14% 
to 78.67%, with an average of 68.35% for all selections appearing in Group II. 
Overall, when considering the total number of selections appearing in Groups I and II 
classified as being written by Anglo-American authors, the percentage of selections 
declined by 14.49%.  
     The percentage of selections written by African Americans showed the greatest 
positive change from Group I to Group II, overall. In Group I, the percentages of 
selections written by authors categorized as African American ranged from 7.77% to 
11.54% with a group average of 10.23%. In Group II, the percentages ranged from 
13.33% to 21.19% with an average of 17.41% for all selections written by African 
American authors. When considering the total number of selections written by 
African Americans in Group I and II, the percentage rose 7.16%. 
     When considering the total number of selections written by Hispanic American 
authors in Groups I and II, the percentage of total selections in this category rose by 
3.92%. The percentage of selections written by Hispanic American authors in each 
textbook in Group I ranged from 0.49% to 1.33%, while the percentage of total  
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Table 3 
 
Range of Percentages of Literary Selections Categorized by Race and Ethnicity for Groups I and II 
 
 
 
 
Race/ 
Ethnicity 
 Least Greatest Total 
African  
American 
    
 Group I 
 
7.77 11.54 10.23 
 Group II 
 
13.33 21.33 17.41 
 Change 
(II-I) 
+5.56 +9.79 +7.16 
Anglo- 
American 
    
 Group I 
 
79.00 86.41 82.84 
 Group II 
 
57.14 78.67 68.35 
 Change 
(II-I) 
-21.86 -7.74 -14.49 
Asian 
American 
    
 Group I 
 
0.00 2.20 0.77 
 Group II 
 
1.25 5.71 2.95 
 Change 
(II-I) 
+1.25 +3.51 +2.18 
Hispanic 
American 
 
    
 Group I 
 
0.49 3.79 2.09 
 Group II 
 
1.33 11.43 6.01 
 Change 
(II-I) 
+0.84 +7.64 +3.92 
Native  
American 
    
 Group I 
 
1.65 5.94 3.96 
 Group II 
 
3.75 6.67 5.17 
 Change 
(II-I) 
+2.10 +0.73 +1.21 
Multiracial 
 
    
 Group I 
 
0.00 0.46 0.11 
 Group II 
 
0.00 0.67 0.11 
 Change 
(II-I) 
0.00 +0.21 0.00 
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selections was 2.09%. In Group II, the percentages ranged from 1.33% to 11.43%, 
a much wider range, but the percentage of total selections was 6.01%.   
     The percentage of total selections written by Asian American authors in Groups I 
and II rose 2.18%. The range for Group I was 0.55% to 2.20% with an average of 
0.77% for all selections in this group. The range for Group II was 1.25% to 5.71%, a 
wider range, with a percentage for all selections of 2.95%. While there was a 
positive increase in the percentage of selections written by Asian American authors in 
Group II, it was still quite small.  
     The percentage of total selections written by Native American authors rose 
1.10% from Group I to Group II, from 3.85% to 4.95%. The range for Group I was 
1.65% to 5.48% and the range for Group II was 4.00% to 5.96%. Because the 
category of Multiracial only had one selection in each group, there is no change in 
the percentages from Group I to Group II.  
     In summary, there has been a change in the percentage of selections appearing 
in textbooks with respect to multiculturalism for the textbooks eligible for adoption in 
the state of Florida in 1991 and 2003. The percentage of Anglo-American authors 
has decreased by almost 15%, while the percentage of African American authors 
rose more than 7%; the percentages of Hispanic American authors rose by almost 
4%; the percentage of Asian American authors rose by 2%; and the percentage of 
Native American authors rose by about 1%.   
Literary Selections Categorized by Gender 
     Although gender was not a primary focus of the study, multicultural policies do 
address the issue of gender in instructional materials. Therefore, the literary 
selections in Groups I and II were also coded and recorded with respect to the 
gender of the authors. The following section discusses the results of the content 
checklists when gender of the author is considered.  
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Group I 
 
     As indicated in Table 4, the percentage of selections written by female authors 
ranged from 20.80% to 31.87% and the percentage of selections written by male 
authors ranged from 65.93% to 78.02%. The textbook that contained the greatest 
percentage of selections written by female authors and the lowest percentage of 
selections written by male authors was the Scholastic 1991 text. The textbook with 
the lowest percentage of female authors and the greatest percentage of male 
authors was the Holt 1989 text. The percentage of selections written by female 
authors in all of Group I was 24.75%. The percentage of selections written by male 
authors was 72.39% and the percentage of selections written by authors categorized 
as not specified (NS) was 2.86%. 
Table 4 
Number and Percentage of Literary Selections Categorized by Gender for Group I 
 Harcourt 
1989 
Holt 1989 Prentice Hall 
1991 
Scholastic 
1991 
Scott 
Foresman 
1991 
Group I 
Female 
 
46 
21.80 
 
38 
20.88 
50 
24.27 
29 
31.87 
62 
28.31 
225 
24.75 
Male 
 
160 
75.83 
 
142 
78.02 
149 
72.33 
60 
65.93 
147 
67.12 
658 
72.39 
Not 
Specified 
5 
2.37 
 
2 
1.10 
7 
3.40 
2 
2.20 
10 
4.57 
26 
2.86 
Total  
Selections 
211 182 206 91 219 909 
 
Group II 
 
     As indicated in Table 5, the percentage of selections written by female authors in 
Group II ranged from 25.12% to 41.33%, and the percentage of selections written 
by male authors ranged from 56.00% to 71.92%. The textbook that contained the 
greatest percentage of selections written by female authors, and subsequently the 
lowest percentage of selections written by male authors, was the Globe Fearon 2001 
text. The textbook that contained the lowest percentage of selections written by 
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female authors and the greatest percentage of selections written by male authors in 
Group II was the Holt 2003 text. The overall percentage of selections written by 
female authors in Group II was 30.70%; the percentage of selections written by 
male authors in Group II was 66.35% with 2.95% of the selections categorized as 
not specified.  
Table 5 
Number and Percentage of Literary Selections Categorized by Gender for Group II  
 EMC  
2003 
Glencoe 
2003 
Globe 
Fearon 
2001 
Holt  
2003 
McDougal 
2003 
Prentice  
Hall 
2003 
Group II 
Female 
 
48 
30.00 
60 
34.29 
31 
41.33 
51 
25.12 
 
53 
35.33 
47 
25.41 
291 
30.70 
Male 
 
109 
68.13 
109 
62.29 
42 
56.00 
146 
71.92 
 
92 
61.33 
133 
71.89 
629 
66.35 
Not 
Specified 
3 
1.87 
 
6 
3.43 
2 
2.67 
6 
2.96 
5 
3.33 
5 
2.70 
28 
2.95 
Total  
Selections 
160 
 
175 75 203 150 185 948  
 
Groups I and II Compared 
     Table 6 indicates the percentage of selections categorized by gender for Groups I 
and II. Of all the selections appearing in Groups I and II, the percentage of 
selections written by female authors rose 5.95%, from 24.75% to 30.70%. When 
considering all of the selections appearing in Groups I and II, the percentage of 
selections written by male authors declined by 6.04%, from 72.39% to 66.35%. The 
percentage of authors categorized as not specified showed little change. In 
summary, the percentage of selections written by women appearing in Florida high 
school United States and American literature anthologies rose from a quarter of the 
selections to just less than a third of the selections appearing in textbooks. 
     Table 6 also indicates the percentage of selections categorized by gender, sorted 
by race and/or ethnicity of the author. Non-White authors can account for the nearly 
6% increase in the percentage of female authors from 1991 to 2003. The percentage 
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of female, Anglo-American authors decreased by 1.39% from Group I to Group II. Of 
the nearly 6% decrease in male authors from Group I to Group II, Anglo-American 
male authors lost the greatest percentages, with 13.20% fewer selections appearing 
in Group II. However, there was a nearly 7% increase in the percentage of male, 
non-White authors. 
Table 6 
Percentage of All Literary Selections Categorized by Gender & Race and/or Ethnicity for Groups I and II 
Gender Group I Group II Change (II-I) 
Female 
AF 
AN 
AS 
HI 
M  
NA 
24.75 
2.75 
20.90 
0.44 
0.33 
0.00 
0.33 
30.70 
5.59 
19.51 
1.58 
3.27 
0.11 
0.63 
+5.95 
+2.84 
-1.39 
+1.14 
+2.94 
+0.11 
+0.30 
Male 
AF 
AN 
AS 
HI 
M 
NA 
72.39 
6.49 
61.83 
0.33 
1.65 
0.00 
2.09 
66.35 
10.86 
48.63 
1.27 
2.74 
0.00 
2.85 
-6.04 
+4.37 
-13.20 
+0.94 
+1.09 
 0.00 
+0.76 
Not Specified 2.86 2.95 0.09 
 
Race and/or Ethnicity and Genre of Literary Selections 
     In addition to recording the race and ethnicity of the author of each selection 
appearing in the textbooks eligible for adoption in Florida in 1991 and 2003, the 
selections were also categorized by genre. The following section discusses the results 
of the data analysis when selections are categorized by race and/or ethnicity and 
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then sorted by genre. The purpose of the data analysis for this section was to gain a 
greater understanding of the change in the characteristics of the literary selections in 
the two groups. The totals and percentages for all selections appearing in each group 
are discussed1, rather than the totals for individual textbooks.  
Group I 
     As indicated in Table 7, the largest number of literary selections was categorized 
in the genre of poetry with 523 poems appearing in Group I, making up 57.43% of 
all literary selections. As indicated in Table 1, Anglo-American authors dominated the 
literary canon with 83.06% of all selections, and the results are consistent when 
selections are sorted by genre: poems written by Anglo-American authors 
constituted 84.89% of all poetry in Group I. Poems written by African American 
authors follow with 10.52% of the genre. Each remaining racial and/or ethnic group, 
with the exception of the category of Multiracial, was represented in the poetry 
genre, although they consisted of less than 6% of all poetry.  
     The genre of nonfiction was the second most popular genre, consisting of 175 
appearances or 19.25% of all literary selections appearing in Group I. Selections 
written by Anglo-American authors comprised 73.71% of the selections. African 
Americans authors constituted 11.43% of the nonfiction selections with Native 
American authors closely behind with 9.14% of the selections. Asian American and 
Hispanic American authors contributed to less than 6% of the nonfiction selections. 
Each category of race and/or ethnicity was represented in the nonfiction genre, with 
the exception of the category of Multiracial.  
      
                                          
1 In this section, literary selections may appear more than once because many of the 
textbooks contained the same selections. The results for this section are discussed 
based on the total number of selections for each group. Therefore, the selections are 
often referred to by the number of appearances, rather than the number of different 
selections. 
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Table 7 
Number of All Literary Selections in Group I, Sorted by Genre and Race/Ethnicity With Percentages of the 
Total in Each Genre 
 
Race/ 
Ethnicity 
 
Non- 
Fiction 
 
Novel 
 
Novel 
Excerpt 
Genre  
Other  
Fiction 
 
Play 
 
Poetry 
 
Short 
Story 
 
Total 
Selections 
AF 
(% genre) 
20 
11.43 
0 
0.00 
0 
0.00 
9 
30.00 
1 
9.09 
55 
10.52 
8 
5.37 
 
93 
AN 
 
129 
73.71 
2 
100.00 
18 
94.74 
11 
36.67 
10 
90.91 
444 
84.89 
139 
93.29 
 
753 
AS 
 
2 
1.14 
0 
0.00 
0 
0.00 
0 
0.00 
0 
0.00 
5 
00.96 
0 
0.00 
 
7 
 
HI 
 
8 
4.57 
0 
0.00 
1 
5.26 
1 
3.33 
0 
0.00 
8 
1.53 
1 
0.67 
 
19 
 
NA 
 
16 
9.14 
0 
0.00 
0 
0.00 
8 
26.67 
0 
0.00 
11 
2.10 
1 
0.67 
 
36 
 
MU 0 
0.00 
0 
0.00 
0 
0.00 
1 
3.33 
 0 
0.00 
0 
0.00 
0 
0.00 
 
1 
 
Total 
(% of all 
selections) 
175 
19.25 
 
2 
00.22 
19 
2.09 
30 
3.30 
11 
1.21 
523 
57.54 
149 
16.39 
909 
 
 
     The genre consisting of short stories contained 16.39% of all literary selections 
from Group I. Unlike poetry and nonfiction, not all racial and ethnic groups 
(excluding Multiracial which only has on selection in Group I) were represented in 
this genre, because Asian American authors were absent. Anglo-American authors 
dominated this genre category with 93.29% of all the selections written by White 
authors, the highest percentage of selections among all of the genres. African 
American authors contributed to 5.37% of the short story selections, while Hispanic 
American and Native American authors consisted of less than 2%, with only one 
short story each.  
     Poetry, nonfiction, and short stories made up the majority of literary selections in 
Group I with 93.18% of the selections. The category of other fiction, which includes 
myths, legends, folklore, songs, and spirituals (which often stem from an oral 
tradition) contributed to 3.30% of the literary selections in Group I. Again, Anglo-
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Americans contributed the most to this category; however, the percentages are not 
as high as in the aforementioned categories with 36.67% of the selections. African 
American authors and Native American authors share more than 50% of the 
selections in this genre with 30.00% and 26.67% of the selections respectively. The 
categories of Multiracial and Hispanic American authors each contain one selection 
while Asian Americans are not represented in this genre. 
     The categories of novel, novel excerpt, and play may not occupy a significant 
portion of the literary selections; however, it is important to note that they often are 
the longest literary selections in a text. Only two selections appear in the category of 
novel making up 0.22% of all selections; they are the novels (sometimes referred to 
as novellas because they are shorter than traditional novels) Daisy Miller by Henry 
James, 40 pages in length, and The Red Badge of Courage by Stephen Crane, 67 
pages in length. Both works are written by Anglo-American authors; no other racial 
and ethnic categories have novels appearing in Group I. Anglo-American authors also 
dominate the category of novel excerpt with 18 of the 19 literary selections or 
94.74%. Only one other novel excerpt appeared in Group I and it was written by a 
Hispanic American author. The genre category of play contained 11 selections or 
1.21% of all selections. Plays written by Anglo-American authors occupied 90.91% of 
this genre with 10 selections. In this group, the only play written by a non-White 
author was Lorraine Hansberry’s A Raisin in the Sun which is 52 pages in length and 
appears in the Holt 1989 text.  
         Both Applebee (1991a, 1991b, 1992, 1993) and Pace (1992) stated that 
certain minorities were over-represented in certain genres, especially those that 
contain shorter works, such as nonfiction and poetry. Therefore, Table 8 was created 
to determine the percentage of selections within each racial or ethnic category that 
appeared in each genre. For example, 57.43% of all literary selections for Group I 
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were categorized as poems; in comparison, of all of the literary selections written by 
African American authors, 59.14% of them were poems. In addition, of all of the 
selections appearing in Group I written by Anglo-American authors, 58.96% were 
poems. Therefore, African Americans appear not to be over-represented in this 
genre. However, of the selections written by Asian American authors, 71.43% were 
categorized as poems, a marked difference from the whole group. Among the 
selections written by Native Americans, 30.56% were poems while 42.11% of the 
selections written by Hispanic Americans were poems. 
Table 8 
Percentage of All Selections in Group I in Each Racial or Ethnic Category, Sorted by Genre Within Each 
Racial or Ethnic Category 
 
 
AF AN AS HI NA MU Total 
Nonfiction 21.50 
 
17.13 28.57 42.11 44.44 0.00 19.25 
Novel 0.00 
 
0.27 0.00 0.00 0.00 0.00 0.22 
Novel 
Excerpt 
0.00 
 
2.39 0.00 5.26 0.00 0.00 2.09 
Other Fiction 9.68 
 
1.46 0.00 5.26 22.22 100.00 3.30 
Play 1.08 
 
1.33 0.00 0.00 0.00 0.00 1.21 
Poetry 59.14 
 
58.96 71.43 42.11 30.56 0.00 57.54 
Short Story 
 
8.60 18.46 0.00 5.26 2.78 0.00 16.39 
 
Note: The column labeled Total refers to the percentage of selections appearing in each genre for all 
selections in Group I.  
   In the category of nonfiction, non-White authors do appear to be over-
represented. While the percentage of all selections categorized as nonfiction was 
19.25%, the percentage of selections written by Native American authors 
categorized as nonfiction was 44.44%, the percentage of selections written by 
Hispanic American authors categorized as nonfiction was 42.11%, the percentage of 
selections written by African Americans was 21.50%, and the percentage of 
selections written by Asian Americans was 28.57%. If one does not include the 
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category Multiracial, Anglo-Americans had the lowest percentage of selections falling 
into the genre of nonfiction with 17.13%, although they were still close to the group 
average.  
     The percentage of all selections in Group I that were categorized as short stories 
was 16.39%. The only category whose percentage is similar is Anglo-American 
authors with 18.46% of the Anglo-American selections categorized as short stories. 
Of all of the selections written by African Americans, 8.60% were short stories. As 
stated previously (see Table 7), Anglo-American authors dominated this category 
with 93.29% of the short story selections categorized as Anglo-American.  
     Both African American authors (9.68%) and Native American authors (22.22%) 
exceed the group average in the category of other fiction which is 3.30%. In 
comparison, the percentage of selections categorized as other fiction among all of 
the selections written by Anglo-American authors is 1.46%. Therefore, Native 
American authors and African American authors also can be considered to be over-
represented in this category.  
     In summary, in Group II, the genre of poetry composes a large portion of all 
racial and/or ethnic categories; however, Asian American authors do seem to be 
over-represented in this genre. Non-White authors are over-represented in the genre 
of nonfiction. In addition, African American authors and Native American authors are 
over-represented in the genre of other fiction. Finally, Anglo-American authors are 
over-represented in the genres of short stories, novels, novel excerpts, and plays 
which usually consist of the longer works appearing in anthologies. 
Group II 
     As indicated in Table 9, the largest number of literary selections from Group II 
was categorized in the genre of poetry consisting of 468 poems, making up 49.38% 
of all literary selections in this group. In this genre, Anglo-American authors occupied 
  78
the greatest percentage of selections with 70.51% of the poems appearing in Group 
II. African American authors consisted of the second highest percentage of poetry 
selections with 18.16% of all poems appearing in Group II. Poems written by 
Hispanic American authors consisted of the third largest percentage, with 6.84% of 
all poems appearing in Group II. The remaining selections were divided among Asian 
American authors with 2.78%, Native American authors with 1.50%, and finally, one 
poem categorized as Multiracial.  
Table 9 
Number of All Literary Selections in Group II, Sorted by Genre and Race/Ethnicity with Percentages of the 
Total in Each Genre 
 
Race/ 
Ethnicity 
 
Non- 
Fiction 
 
Novel 
 
Novel 
Excerpt 
Genre  
Other  
Fiction 
 
Play 
 
Poetry 
 
Short 
Story 
 
Total 
Selections 
AF 
(% genre) 
57 
20.96 
 
0 
0.00 
3 
18.75 
9 
25.71 
0 
0.00 
85 
18.16 
11 
7.43 
165 
AN 
 
170 
62.50 
 
0 
0.00 
9 
56.25 
6 
17.14 
9 
100.00 
330 
70.51 
124 
83.78 
648 
AS 
 
10 
3.68 
 
0 
0.00 
2 
12.5 
0 
0.00 
0 
0.00 
13 
2.78 
3 
2.03 
28 
HI 
 
11 
4.04 
 
0 
0.00 
2 
12.5 
3 
8.57 
0 
0.00 
32 
6.84 
9 
6.08 
57 
NA 
 
24 
8.82 
 
0 
0.00 
0 
0.00 
17 
48.57 
0 
0.00 
7 
1.50 
1 
00.68 
49 
MU 0 
0.00 
 
0 
0.00 
0 
0.00 
0 
0.00 
0 
0.00 
1 
00.21 
0 
0.00 
1 
Total 
(% of all 
selections) 
272 
28.69 
0 
0.00 
16 
1.69 
 
35 
3.69 
9 
00.95 
468 
49.38 
148 
15.61 
948 
 
          The genre of nonfiction is the second most popular genre with 28.69% of all 
literary selections appearing in Group II classified in this genre. Selections written by 
Anglo-American authors comprised 62.50% of the selections in Group II. Nonfiction 
selections written by African American authors consisted of 20.96% of the nonfiction 
selections. Nonfiction selections written by Native American authors appear 24 times 
in Group II, comprising 8.82% of the selections in this genre. Hispanic American 
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authors had 4.04% of the nonfiction selections while Asian American authors had 
3.68% of the nonfiction selections in Group II.  
    The genre of short story consisted of 148 selections or 15.61% of all selections 
appearing in Group II. Short stories written by Anglo-American authors constituted 
83.78% of the selections in this genre for Group II. Short stories written by African 
American authors consisted of 7.43% of the selections with 11 appearances and 
Hispanic Americans authors had 6.08% of the selections categorized in this genre 
with nine appearances. The selections written by Native American authors and Asian 
American authors made up less than 3% of the short stories appearing in Group II 
with four appearances.  
     Literary selections categorized as other fiction consisted of 3.69% of all selections 
appearing in Group II. Selections written by Native American authors comprised 
48.57% of the selections. This genre category was the only category in which Anglo-
American authors do not make up the highest percentage of selections. African 
American authors contributed to 25.71% of the selections while the selections 
written by Anglo-American authors consisted of 17.14% of the selections in Group I. 
Three selections written by Hispanic American authors were categorized as other 
fiction and selections written by Asian American authors do not appear in this 
category.  
     No selections appeared in the category of novel for Group II; however, there are 
16 selections appearing in the category of novel excerpt. 56.25% of the selections in 
this category were written by Anglo-American authors. Novel excerpts written by 
African American authors consisted of 18.75% of the appearances in this category 
with three separate selections. The categories of Asian American and Hispanic 
American authors each has two novel excerpts appear in Group II. There are nine 
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selections categorized as plays in Group II; all were written by Anglo-American 
authors.  
     As stated in the discussion of the results from Group I, Applebee (1991a, 1991b, 
1992, 1993) and Pace (1992) stated that certain minority groups were over-
represented in certain genres; therefore, like Table 8, Table 10 was created to 
determine the percentage of selections within each racial or ethnic category that 
appeared in each genre. The greatest percentage of selections for Group II was 
classified in the genre of poetry with 49.38%. The ethnic group with the greatest 
percentage of selections categorized as poems was Hispanic American authors with 
56.14%; African Americans are also slightly higher than average for Group II with 
51.52%. The percentage of selections written by Anglo-American authors that are 
categorized as poetry is 50.84%. Asian American poetry is slightly below the group 
average with 46.43%. Only Native Americans appear to be under-represented in the 
genre of poetry with only 2.13% of the selections being categorized as poetry. 
Table 10 
Percentage of All Selections in Group II in Each Racial or Ethnic Category, Sorted by Genre Within Each 
Racial or Ethnic Category  
 
 
AF AN AS HI NA MU Total 
Nonfiction 34.55 
 
26.23 35.71 19.30 48.98 0.00 28.69 
Novel 0.00 
 
0.00 0.00 0.00 0.00 0.00 0.00 
Novel 
Excerpt 
1.81 
 
1.39 7.14 3.51 0.00 0.00 1.69 
Other Fiction 5.45 
 
00.93 0.00 5.26 34.69 0.00 3.69 
Play 0.00 
 
1.39 0.00 0.00 0.00 0.00 00.95 
Poetry 51.52 
 
50.93 46.43 56.14 14.29 100.00 49.38 
Short Story 6.67 19.14 10.71 15.79 2.04 0.00 15.61 
 
Note: The column labeled Total refers to the percentage of selections appearing in each genre for all 
selections in Group II.  
 
  81
     The category of nonfiction is the genre with the second greatest percentage of 
selections for Group II consisting of 28.69% of all of the selections. Native Americans 
appear to be over-represented in this category with 46.98% of all selections written 
by Native Americans appearing in this category. Selections written by Asian 
American authors and African American authors are also higher than the group 
average with 35.71% and 34.55% of the selections within groups categorized as 
nonfiction, respectively. Therefore, it does appear that non-White authors are over-
represented in the genre of nonfiction with the exception of Hispanic American 
authors.   
     The genre of short story makes up the third greatest percentage of selections for 
Group II with 15.61% of all selections categorized in this genre. Anglo-American 
authors have the greatest percentage of selections categorized as short stories with 
19.14% of their selections. Hispanic American authors follow with 15.79% of the 
selections in this racial/ethnic group categorized as short stories. Asian American 
authors fall below the group average with 10.71% of selections in this group 
categorized as short stories. African American and Native American authors are 
under-represented in this category with only 6.67% and 2.04% of their selections 
categorized as short stories. Non-white authors, with the exception of Hispanic 
American authors, do seem to be under-represented in this genre as well. 
     Selections categorized as other fiction consist of 3.69% of all selections in Group 
II. Native American authors are over-represented in this category with 34.69% of all 
selections written by Native American authors classified in this genre. Selections 
categorized as other fiction written by Hispanic American authors and African 
American authors make up about 5% of the total in each group. Anglo-Americans fall 
below the group average with 0.93% of their selections belonging to this genre. 
Asian American authors and Multiracial authors are not represented in this category. 
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     For Group II, no selection appears in the category of novel; however, 16 
selections (1.69% of all selections) were categorized as novel excerpts. Selections 
written by Anglo-American authors make up more than half of the genre with 9 of 
the 16 selections and non-White authors contribute to nearly 44% of the novel 
excerpts. In Group II, non-White authors are not represented in the genre of plays. 
Groups I and II Compared 
 
     To determine how the characteristics of the selections in each group have 
changed with respect to genre, Table 11 was created. Table 11 indicates the 
percentages of literary selections written in each genre, sorted by the category of 
race and/or ethnicity for Groups I and II. As stated previously in the discussions of 
Group I and Group II, the genres of poetry, nonfiction, and short stories make up 
more than 90% of all selections in the anthologies. Of these three genres, the only 
genre that showed an increase in the percentage of selections was the genre of 
nonfiction. In Group I, 19.25% of the selections were categorized as nonfiction; 
however, in Group II the percentage of selections categorized as nonfiction rose 
almost 10% to 28.69%. Group II showed an increase in the percentage of nonfiction 
selections written by African American and Asian American authors: nonfiction 
selections written by African American authors rose from 11.43% to 20.96% and 
nonfiction selections written by Asian American authors rose from 1.14% to 3.68%.  
    Non-White authors did not experience a change in the genre of novels; no novels 
by non-White authors appear in either group. In the genre of novel excerpts, 
however, non-White authors showed a significant increase: African American authors 
gained nearly 19% of the novel excerpts; Asian American authors gained 12.50%; 
Hispanic American authors gained nearly 6%; however, no Native American authors 
are represented in the genre of novel excerpts. Non-White authors showed a decline  
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Table 11 
 
Percentage of All Selections in Groups I and II in Each Racial or Ethnic Category sorted by Genre 
Race/ 
Ethnicity 
African 
American 
Anglo-American Asian American Hispanic 
American 
 
Genre 
Group  
I 
Group 
II 
Group  
I 
Group 
II 
Group  
I 
Group 
II 
Group  
I 
Group 
II 
         
Nonfiction 
 
11.43 
 
20.96 
 
73.71 62.50 1.14 
 
3.68 4.57 4.04 
         
Novel 
 
0.00 
 
0.00 
 
100.00 0.00 0.00 0.00 0.00 0.00 
         
Novel 
Excerpt 
0.00 
 
18.75 
 
94.74 56.25 0.00 12.50 5.26 12.50 
         
Other 
Fiction 
30.00 
 
25.71 
 
36.67 14.14 0.00 0.00 3.33 8.57 
         
Play 
 
9.09 
 
0.00 
 
90.91 100.00 0.00 0.00 0.00 0.00 
         
Poetry 10.52 
 
18.16 
 
84.89 70.51 00.96 2.78 1.53 6.84 
         
Short Story 5.37 
 
7.43 93.29 83.78 0.00 2.03 0.67 6.08 
 
Race/ 
Ethnicity 
Native American Multiracial Total 
 
Genre 
Group  
I 
Group  
II 
Group  
I 
Group  
II 
Group  
I 
Group  
II 
       
Nonfiction 
 
9.14 8.82 0.00 9.14 19.25 28.69 
       
Novel 
 
0.00 0.00 0.00 0.00 0.22 0.00 
       
Novel 
Excerpt 
0.00 0.00 0.00 0.00 2.09 1.69 
       
Other 
Fiction 
26.67 48.57 3.33 26.67 3.30 3.69 
       
Play 
 
0.00 0.00 0.00 0.00 1.21 0.95 
       
Poetry 2.10 1.50 0.00 2.10 57.54 49.38 
       
Short Story 0.67 00.68 0.00 0.67 16.39 15.61 
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in the percentage of plays, going from 1 play appearing in Group I to no appearances 
in Group II.       
     Native American authors showed an increase in the percentage of works classified 
as other fiction by more than 20% from Group I to Group II, while Hispanic American 
authors showed a gain of more than 5% in this genre. African American and Anglo-
American authors showed a decrease in the percentage of works classified as other 
fiction by 5% and 15% respectively. Asian American authors are not represented in 
this genre in either adoption year. 
     The percentage of selections categorized as poems decreased by more than 8% 
from Group I to Group II. Anglo-American authors had an almost 15% decline in the 
percentage of poems from 1991 to 2003. African American authors represented in 
the genre of poetry increased by almost 8%; Hispanic American authors by more 
than 5%; Asian American authors by almost 2%; however, Native American authors 
experienced a decline in the number of poems appearing from 1991 to 2003. 
     In both Groups I and II, the genre of short stories was dominated by White 
writers; however, the percentage of short stories written by Anglo-American authors 
did declined from 93.29% to 83.78% while the overall percentage of short stories 
remained nearly the same (16.39% in Group I and 15.61% in Group II). Hispanic 
American authors showed the greatest increase in short stories rising more than 5% 
from Group I to Group II. The percentage of short stories written by African 
American authors and Asian American authors showed a small increase from 1991 to 
2003, about 2% for each group. The percentage of short stories written by Native 
American authors remained nearly the same for both groups.  
         When considering how authors are represented in each genre within each 
racial and/or ethnic group, non-White authors do appear to be over-represented in 
the genre of nonfiction for both groups. Each race and ethnicity is fairly well 
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represented in the genre of poetry although Native American authors fall below the 
averages for other groups. Non-White authors, with the exception of Hispanic 
American authors, are under-represented in the genre of short stories. For novel 
excerpts and plays, which have very few selections although they tend to be much 
longer works, it is necessary to consider the number of selections rather than the 
percentages. Non-White authors remain under-represented in the genre of plays with 
no plays appearing in the most recent adoption year, a loss of one play from Group 
I. Non-White authors have gained ground in the genre of novel excerpt rising from 1 
out of 19 selections in Group I to 7 out of 16 in Group II. Finally, Native American 
authors are over-represented in the genre of other fiction.  
Most Frequently Anthologized Authors per Genre 
     In addition to examining the change in the percentages of selections for each 
racial and/or ethnic group as sorted by genre, the data was also analyzed to 
determine the change in the most frequently anthologized authors per genre. The 
purpose of conducting this analysis was to determine if there has been change with 
respect to those authors and selections appearing in the canon, to determine if 
certain authors or selections are appearing more frequently, and to determine which 
authors and selections will be used in another phase of the study, the themes 
analysis. The lists of most frequently anthologized authors appear in Appendices F 
and G.      
Group I 
     Poetry. The most frequently anthologized Anglo-American poets in Group I were 
Emily Dickinson with 70 appearances and Walt Whitman with 36 appearances. The 
most frequently anthologized African American poets were Langston Hughes with 9 
appearances and Countee Cullen with 8 appearances. Jose Garcia Villa was the most 
frequently anthologized Hispanic American poet; however, his poem appeared in only 
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two anthologies for Group I. No Native American or Asian American poet appear in 
more than one anthology for Group I.  
     Nonfiction. The most frequently anthologized Anglo-American author writing in 
the genre of nonfiction for Group I was Benjamin Franklin with 13 appearances. 
Frederick Douglass was the most frequently anthologized African American author, 
appearing 6 times in Group I.  Chief Joseph was the most frequently anthologized 
Native American author in the genre of nonfiction, with 5 appearances; Richard 
Rodriguez (3 appearances) and Maxine Hong Kingston (2 appearances) were the 
most frequently anthologized Hispanic American and Asian American authors 
represented in Nonfiction respectively.  
     Short Story. As indicated in the previous section, very few non-White authors 
appear in this genre. The most frequently anthologized Anglo-American author was 
Edgar Allan Poe with 9 appearances. No African American author appears more than 
once in each anthology when sorted by the genre of short story. Only one short story 
appears in Group I in both categories of Native American authors and Hispanic 
American authors: Maestria by Mario Suarez and Godisayo, the Woman Chief 
credited to the Seneca Tribe. No short stories appear by Asian American authors. 
     Other Fiction. The only racial and/or ethnic categories to have authors appearing 
more than once in the genre of other fiction were African American and Native 
American. The most frequently anthologized African American author was classified 
as “Unknown” and with the two spirituals Go Down, Moses and Swing Low, Sweet 
Chariot which each appeared in three of the five anthologies. The most frequently 
anthologized Native American author was the Navajo tribe with three appearances.  
     Novels, Novel Excerpts, and Plays. As stated in the previous section, only two 
novels appear in Group I and they are both written by Anglo-American authors, 
Crane and James. 18 of the 19 novel excerpts appearing in Group I were also written 
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by Anglo-American authors. The most frequently anthologized Anglo-American 
author was Herman Melville, with an excerpt from Moby-Dick appearing in three of 
the five textbooks. One selection appeared by an non-White author, Rolando R. 
Hinjosa-Smith, a Hispanic American author, entitled “Braulio Tapia” from his novel 
The Valley; however, this selection is only one page in length. 10 of the 11 
appearances of plays in Group I were written by Anglo-American authors. The most 
frequently anthologized Anglo-American playwright was Arthur Miller whose plays All 
My Sons (53 pages) and The Crucible each appear in one textbook, while an excerpt 
from another play, Death of a Salesman (3 pages), appeared in another text. The 
only play written by a non-White (African American) author was Lorraine Hansberry’s 
A Raisin in the Sun, which was 52 pages in length and appeared in the Holt 1989 
text.  
Group II 
     Poetry. The most frequently anthologized Anglo-American poets in Group II were 
Emily Dickinson with 50 poems appearing in Group II, Robert Frost with 27 
appearances, and Walt Whitman with 26 appearances. Langston Hughes was the 
most frequently anthologized African American poet in Group II with 18 appearances. 
Gwendolyn Brooks, Countee Cullen, and Paul Laurence Dunbar follow, each 
appearing 7 times in Group II. The most frequently anthologized Hispanic American 
authors were Pablo Neruda, Pat Mora, and Judith Ortiz Cofer, each appearing 3 times 
in Group II. Garrett Hongo was the most frequently anthologized Asian American 
poet appearing 3 times in Group II. Simon Ortiz was the most frequently 
anthologized Native American poet with 4 appearances in Group II. 
     Nonfiction. The most frequently anthologized Anglo-American author writing in 
the genre of nonfiction was Benjamin Franklin with 12 appearances. Frederick 
Douglass was the most frequently anthologized African American author with literary 
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selections categorized as nonfiction with 8 appearances. Chief Joseph’s speech I Will 
Fight No More Forever appeared in all 6 textbooks, making this selection the most 
frequently anthologized work of nonfiction by a Native American. Excerpts from 
Maxine Hong Kingston’s text The Woman Warrior appear in four of the six textbooks 
establishing her as the most frequently anthologized Asian American author in Group 
II. Alvar Nunez Cabeza de Vaca and Sandra Cisneros are the most frequently 
anthologized Hispanic American authors, each with three appearances in Group II.  
     Short Stories. Edgar Allan Poe was the most frequently anthologized Anglo-
American author with 7 appearances in Group II; however, Eudora Welty, F. Scott 
Fitzgerald, Ernest Hemingway, and Nathaniel Hawthorne each had 6 appearances in 
Group II. Alice Walker’s story Everyday Use and James Baldwin’s story The Rockpile 
were the most frequently anthologized short stories written by African American 
authors, each appearing in two textbooks. Of the 9 short stories written by Hispanic 
American authors in Group II, no selection appears in more than one textbook. No 
Asian American author appears in more than one textbook and only one short story 
was written by a Native American author, Leslie Marmon Silko’s piece, The Man to 
Send Rain Clouds.  
     Other Fiction. No Anglo-American or Hispanic American author appears more than 
once in this genre and Asian American authors do not appear at all. The most 
frequently anthologized Native American author was unknown but credited to the 
Navajo Tribe with three selections appearing: an excerpt from The House Made of 
Dawn, an excerpt from The Navajo Origin Legend, and the Navajo Hunting Song. The 
most frequently anthologized African American author was also unknown with three 
spirituals, each appearing in three textbooks: Follow the Drinking Gourd, Go Down, 
Moses, and Swing Low, Sweet Chariot. 
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     Novels, Novel Excerpts, and Plays. No selections appear in the category of novel 
in Group II; however, there are 16 selections appearing in the category of novel 
excerpt. The most frequently anthologized Anglo-American author was Herman 
Melville with excerpts from Moby-Dick appearing in four of the six textbooks. No 
African American author can be categorized as most frequently anthologized because 
each of the three selections appears only once: an excerpt from Alex Haley’s Roots, 
from Toni Morrison’s Beloved, and from Zora Neale Hurston’s Their Eyes Were 
Watching God. Amy Tan was the most frequently (and only) anthologized Asian 
American author writing in the genre of novel excerpt with two selections appearing 
in Group II from the novel The Joy Luck Club2. Julia Alvarez’s excerpt “Daughter of 
Invention” from How the Garcia Girls Lost their Accents was the most frequently 
anthologized novel excerpt written by a Hispanic American author in this genre. No 
play appeared in Group II written by a non-White author. Arthur Miller was the most 
frequently anthologized Anglo-American author with his work The Crucible appearing 
in five of the six textbooks and an excerpt from the play appearing in the sixth 
textbook, EMC 2003.  
Groups I and II Compared 
     The results from Group II are consistent with Group I in the category of most 
frequently anthologized Anglo-American poet, Emily Dickinson, African American 
poet, Langston Hughes, and Native American poet, Simon Ortiz (Leslie Marmon Silko 
declined from 3 appearances in Group I to 1 appearance in Group II). The most 
frequently anthologized Asian American poets were Diana Chang and Lawson Fusao 
Inada in Group I, each with two appearances; in Group II the most frequently 
                                          
2 The selections written by Amy Tan and Julia Garcia are novel excerpts but are 
categorized in the textbooks as short stories because they are chapters which could 
appear as short stories. For the sake of consistency, and to give credit to authors 
who have had their works published as novels, these selections were categorized as 
novel excerpts. 
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anthologized poet was Garrett Hongo. Group II also showed change from Group I for 
the most frequently anthologized Hispanic American poet, shifting from Jose Garcia 
Villa to Pablo Neruda, Pat Mora, and Judith Ortiz Cofer, each with three appearances.   
     In the genre of nonfiction, the most frequently anthologized authors are also 
quite consistent from Group I to Group II. The most frequently anthologized Anglo-
American author remained Benjamin Franklin and the most frequently anthologized 
African American author remained Frederick Douglass. Chief Joseph remained the 
most frequently anthologized Native American author in this genre as did Maxine 
Hong Kingston in the category of Asian American authors writing nonfiction. 
However, in the category of Hispanic American nonfiction author, Richard Rodriguez 
was replaced, and missing from the 2003 anthologies entirely, by Alvar Nunez 
Cabeza de Vaca and Sandra Cisneros, each with three appearances.  
     The most frequently anthologized Anglo-American short story author is Edgar 
Allan Poe in both Groups I an II. Anglo-American authors dominate this genre in both 
groups so there is little consistency and short stories written by non-White authors 
do not always appear in more than one textbook. For example, in Group I, no African 
American author appears in the genre of short story more than once; however, in 
Group II, Alice Walker and James Baldwin each have two appearances. In Group I, 
there are no short stories written by Asian American authors, and in Group II, no 
Asian American author appears in the genre more than once. Hispanic American 
authors and Native American authors also do not appear in the genre more than 
once in either Group I or Group II; therefore, no author can be categorized as most 
frequently anthologized for these groups.  
     In the genre of other fiction, the most frequently anthologized Anglo-American 
author was Benjamin Franklin in Group I; however, no Anglo-American author has 
more than one selection in this genre for Group II. The most frequently anthologized 
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African American author in this genre was categorized as Unknown and the 
selections appearing most frequently are spirituals in both Group I and Group II. 
Hispanic American authors do not appear more than once in this genre in either 
group and Asian American authors are not represented in this genre in either group.  
In Group I, the no Native American author has more than on appearance, but in 
Group II the Navajo tribe has three appearances.  
     In Group I, there were only two novels, each appearing once. In Group II, there 
were no complete novel selections. In the genre of novel excerpt Herman Melville is 
the most frequently anthologized Anglo-American author in both Groups. In Group I, 
there are no novel excerpts written by African American authors and in Group II, no 
African American author has more than one appearance in this genre. Asian 
American authors do not appear in Group I in this genre, but Amy Tan is the most 
frequently anthologized Asian American author in Group II. In Group I, no Hispanic 
American author appears more than once (there is only one selection) but Julia 
Alvarez is the most frequently anthologized Hispanic American author in Group II in 
the genre of novel excerpts. 
     Like the genre of novel and novel excerpts, there are a very few selections in 
either group, which decreases the likelihood that a selection will occur more than 
once, especially for non-White authors. In the genre of play, only one selection is 
written by a non-White author, Lorraine Hansberry, and this appears in Group I. The 
most frequently anthologized Anglo-American author writing plays was Arthur Miller 
for both groups. 
     In summary, there is remarkable consistency from Group I to Group II with 
respect to the most frequently anthologized authors writing in each genre, especially 
for Anglo-American, African American, and Native American authors. There is more 
variability in the selections written by Asian American and Hispanic American 
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authors. It is important to note that when authors in the non-White categories do 
appear more than once, the number of appearances is still much lower than the 
number of appearances for white authors. 
Gender and Genre of Literary Selections 
Group I 
     The percentage of literary selections written by males in Group I (as indicated in 
Table 4 and in Table 5) was 72.38% while women contributed to 24.75% of the 
literary selections in the group. Table 12 indicates the percentage of all literary 
selections that were categorized by gender in Group I, sorted by genre. Plays were 
the genre in which female authors contained the greatest percentage of selections 
with 36.36%. The genres of poetry and short stories were written by females in 
28.87% and 28.86% of the selections respectively. Female authors contributed to 
14.86% of the selections categorized as nonfiction. One novel excerpt was written by 
a female and no novels or selections categorized as Other Fiction appearing in Group 
I were written by women.  
Table 12 
Number and Percentage of Selections Sorted by Gender Within Each Genre, for All Selections in Group I.  
 Female Male Not Specified 
 
Total number of 
selections 
Nonfiction 
 
26 
14.86 
148 
84.57 
1 
00.57 
175 
Novel 
 
0 
0.00 
2 
100.00 
0 
0.00 
2 
Novel Excerpt 
 
1 
5.26 
18 
94.74 
0 
0.00 
19 
Other Fiction 
 
0 
0.00 
11 
36.67 
19 
63.33 
30 
Play 
 
4 
36.36 
7 
63.64 
0 
0.00 
11 
Poem 
 
151 
28.87 
368 
70.36 
4 
00.76 
523 
Short Story 
 
43 
28.86 
104 
69.80 
2 
1.34 
149 
Total  
 
225 
24.75 
658 
72.38 
26 
2.86 
909 
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Group II 
     The percentage of literary selections written by male authors in Group II, 
textbooks eligible for adoption in the state of Florida in 2003, was 66.56% while the 
percentage of selections written by female authors was 30.59%; those selections 
categorized as not specified consisted of 2.84% of all selections in Group II. Table 13 
indicates the percentage of all literary selections that were categorized by gender in 
Group II, sorted by genre. The genre categories of short story and novel excerpt 
were the categories in which female authors held the greatest percentage of 
selections with 39.19% and 37.50% of the selections in each genre written by 
female authors respectively. The percentage of selections categorized as poetry 
written by female authors was 34.40%. Female authors did not appear in the genre 
category of plays in which all selections were written by male authors. The genre 
category with the second greatest percentage of male authors was nonfiction with 
75.74% of the selections written by men. The category of other fiction had the 
greatest percentage of authors labeled as not specified. 
Table 13 
Number and Percentage of Selections Sorted by Gender Within Each Genre, for All Selections in Group II.  
 Female Male Not Specified 
 
Total number of 
selections 
Nonfiction 
 
64 
23.53 
206 
75.74 
2 
00.74 
272 
Novel 
 
0 
0.00 
0 
0.00 
0 
0.00 
0 
Novel Excerpt 
 
6 
37.50 
10 
62.50 
0 
0.00 
16 
Other Fiction 
 
1 
2.86 
10 
28.57 
24 
68.57 
35 
Play 
 
0 
0.00 
9 
100.00 
0 
0.00 
9 
Poem 
 
161 
34.40 
306 
65.38 
1 
00.21 
468 
Short Story 
 
58 
39.19 
90 
60.81 
0 
0.00 
148 
Total  
 
290 
30.59 
631 
66.56 
27 
2.84 
948 
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Groups I and II Compared 
     In order to determine the change in selections categorized by gender with respect 
to genre, Table 14 was created. Table 14 indicates the percentages of selections 
within each genre categorized by gender. From Group I to Group II, the genre which 
saw the greatest increase in selections written by female authors was novel excerpt 
with an increase from 5.26% to 37.50%. The genre of short story had an increase in 
the percentage of selections written by female authors by almost 10%, the genre of 
nonfiction increased by more than 8%, and the genre of poetry increased by more 
than 5%. The category of play declined in the percentage of selections written by 
women, from 36.36% to 0.00%. No novels written by women occur in their entirety 
in either adoption year, and the category of other fiction increased slightly from 
0.00% to 2.86%. In summary, as indicated in Table 6, the overall percentage of 
selections written by female authors increased from Group I to Group II by more 
than 5%; the genres of short story, nonfiction, and poetry increased at least 
proportionately, while the genre of play showed a marked decline.  
Table 14 
 
Percentage of Selections Sorted by Gender Within each Genre for Groups I and II 
 
Gender Female 
 
Male Not Specified 
 
Genre 
Group 
I 
 
Group 
II 
Group 
I 
Group 
II 
Group 
I 
Group 
II 
Nonfiction 
 
14.86 
 
23.53 84.57 75.74 00.74 1.47 
Novel 
 
0.00 
 
0.00 100.00 0.00 0.00 0.00 
Novel 
Excerpt 
5.26 
 
37.50 
 
94.74 62.50 0.00 0.00 
Other 
Fiction 
 
0.00 
 
2.86 36.67 28.57 68.57 68.57 
Play 
 
36.36 
 
0.00 63.64 100.00 0.00 0.00 
Poetry 
 
28.87 
 
34.40 70.36 65.38 0.21 0.21 
Short Story 
 
28.86 
 
39.19 69.80 60.81 0.00 0.00 
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Authors Categorized by Race and Ethnicity 
     Previously, the data from Groups I and II was analyzed and discussed according 
to the number of literary selections appearing in each group. In this section, the 
same data is analyzed and discussed according to the number of authors appearing 
in each group. In this case, no author is counted more than once.  
Group I 
     As indicated in Table 15, Anglo-American authors comprised 71.21% of authors 
in Group I; African American authors comprised 12.84% of the authors; Native 
American authors comprised 8.17% of the authors; Hispanic Americans comprised 
5.84% of the authors; Asian Americans comprised 1.56% of the authors; and the 
category of Multiracial comprised 0.39% of all authors. These percentages are quite 
different from the percentages in Table 1 where all literary selections are counted. 
The percentages for the category of Anglo-American dropped more than 10% while 
the percentages for the non-White categories rose. For example, when the authors 
were considered without the frequency of selections, the percentages for Native 
Americans, Hispanic Americans, and Asian Americans doubled, while the percentages 
for African Americans rose slightly from 10.23% to 12.84%. The information from 
Table 15 indicates that Anglo-American authors were represented more consistently 
in literature anthologies in Group I; there was greater stability within the canon and 
Anglo-American authors were more likely to appear in more than one textbook.  
Group II 
     In Group II, Anglo-American authors comprised 58.25% of the authors appearing 
in Group II; African Americans comprised 16.18% of the authors; Hispanic 
Americans comprised 11.65% of the authors; Native Americans comprised 8.41% of 
the authors; Asian Americans comprise 5.18% of the authors; and there was one 
selection categorized as Multiracial, comprising 0.32% of the authors appearing in 
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Group II. As in Group I, the percentages for Anglo-American authors are quite 
different from the percentages of literary selections (see Table 2); when considering 
authors and not literary selections, the percentage for the category of Anglo-
American drops more than 10% from 68.35% to 58.25%. The percentage for African 
American authors drops around 1% while the percentages for Asian Americans, 
Hispanic Americans, and Native Americans nearly double. Anglo-American authors 
are represented more consistently and frequently; however, African American 
authors and Native American authors also seem to be quite stable. Therefore, 
although more selections for Native American and African American authors are 
being added to the canon in Group II, the percentage of authors appearing in the 
canon remains consistent. In addition, although the number of selections written by 
Anglo-American authors has decreased from 753 in Group I to 648 in Group II (see 
Tables 1 and 2) the number of Anglo-American authors remains nearly the same 
(183 to 180).  
Table 15 
 
Number and Percentage of Authors Categorized by Race and/or Ethnicity in Groups I and II 
 
 Group I Group II Change 
African American 33 
12.84 
50 
16.18 
 
+3.34 
Anglo-American 183 
71.21 
180 
58.25 
 
-12.96 
Asian American 4 
1.56 
16 
5.18 
 
+3.62 
Hispanic American 15 
5.84 
36 
11.65 
 
+5.81 
Native American 21 
8.17 
26 
8.41 
 
+00.24 
Multiracial 1 
00.39 
1 
00.32 
 
0.07 
Total 257 
 
309  
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     Table 15 also indicates the change in the percentages of authors in Groups I and 
II. The percentage of Hispanic American authors showed the greatest increase from 
Group I to Group II with a rise of 5.76%. African American and Asian American 
authors each rise more than 3% while the percentage of Native American authors 
remains stable. The percentage of Anglo-American authors declines by 12.82%.  
Characteristics of the Textbooks 
     In this section the characteristics of the textbooks from each adoption year will 
be discussed including the average number of pages, number of literary selections, 
an explanation of which selections were coded, a list of the major works of fiction, a 
description of how selections were organized, and what changed from each adoption 
year.  
Group I 
     The anthologies analyzed for Group I included a total of 4755 pages, with an 
average of 951 pages. The largest textbook was the Prentice Hall 1991 text with 
1400 pages and the smallest text was the Scholastic 1991 with 792 pages. The total 
number of literary selections in Group I was 909 appearances of 609 different 
selections. The average number of selections per textbook was 181.8; the number of 
selections ranges from 91 to 219 with the Scholastic 1991 text containing the fewest 
selections and the Scott Foresman 1991 text containing the greatest number of 
selections. All textbooks were organized chronologically according to literary periods; 
in addition, many periods were divided by genre. Each textbook had an introductory 
section preceding each literary period providing background information. In addition, 
each textbook contained a handbook at the end of the text with dictionaries, indices, 
and other information averaging 106.6 pages in length.  
     All literary selections were coded and recorded for Group I with the exception of 
newspaper or magazine articles whose inclusion was indicated by the publishers as 
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informative articles for student practice reading for information. In addition, The Holt 
1989 text included selections entitled “Primary Sources” which were not coded or 
recorded. The nature of these selections was primarily historical and their inclusion 
appeared to be to provide background on a particular author or literary selection.    
     Each textbook contained at least one major work of fiction, usually a play. The 
five (or more, if some selections were the same number of pages) longest selections 
for each textbook with the racial or ethnic category of author are listed in Table 16. 
In addition, the selections are arranged according to length with the longest selection 
appearing first. Of the top five longest selections per textbook in Group I (25 
appearances of 20 selections) two selections are written by African American 
authors. The rest of the selections are written by Anglo-American authors. Only three 
of the longest selections in this group were written by female authors. 
Group II 
     The anthologies analyzed for Group II included a total of 7236 pages, with an 
average of 1206 pages. The largest textbook was the McDougall 2003 text with 1422 
pages and the smallest textbook was the Globe Fearon 2001 text with 557 pages. 
The total number of literary selections in Group II was 948 appearances of 601 
different selections. The average number of selections per textbook was 158.17; the 
number of selections ranged from 75 to 203 with the Globe Fearon 2001 text 
containing the fewest selections and the Holt 2003 text containing the greatest 
number of selections. Each textbook had an introductory section preceding each 
literary period providing background information. 
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Table 16 
 
Longest Selections Appearing in Group I  
 
Harcourt 1989 Holt 1989 Prentice Hall 1991 
Daisy Miller  
Henry James (AN) 
 
Our Town  
Thornton Wilder (AN) 
 
The Open Boat  
Stephen Crane (AN) 
 
Various Excerpts 
Ralph Waldo Emerson (AN) 
 
Winter Dreams  
F. Scott Fitzgerald (AN) 
 
Moby- Dick (excerpt) 
Herman Melville (AN) 
Red Badge of Courage 
Stephen Crane (AN) 
 
A Raisin in the Sun 
Lorraine Hansberry (AF) 
 
The Glass Menagerie 
Tennessee Williams (AN) 
 
Moby-Dick (excerpt) 
Herman Melville (AN) 
 
Rappacini’s Daughter 
Nathaniel Hawthorne (AN) 
 
The Crucible 
Arthur Miller (AN) 
 
The Open Boat 
Stephen Crane (AN) 
 
Moby-Dick (excerpt) 
Herman Melville (AN) 
 
Winter Dreams 
F. Scott Fitzgerald (AN) 
 
Flight 
John Steinbeck 
 
 
Scholastic 1991 Scott Foresman 1991 
All My Sons 
Arthur Miller (AN) 
 
The Calico Dog 
Mignon G. Eberhardt (AN) 
 
A Christmas Love Story 
Julius Lester (AF) 
 
Mind Over Matter 
Ellery Queen (AN) 
 
Bernice Bobs Her Hair 
F. Scott Fitzgerald (AN) 
The Glass Menagerie 
Tennessee Williams (AN) 
 
Tom Outland’s Story  
Willa Cather (AN) 
 
Four Meetings 
Henry James (AN) 
 
Afterward 
Edith Wharton (AN) 
 
Winter Dreams 
F. Scott Fitzgerald (AN) 
 
Note: Greatest to Least 
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Table 17 
 
Longest Selections Appearing in Group II  
 
EMC 2003 Glencoe 2003 Globe Fearon 2001 
The Glass Menagerie 
Tennessee Williams (AN) 
 
Rappacini’s Daughter 
Nathaniel Hawthorne (AN) 
 
 
The Magic Barrel 
Bernard Malamud (AN) 
 
 
The Pit and the Pendulum 
Edgar Allan Poe (AN) 
 
from Hiroshima 
John Hersey (AN) 
 
The Sensible Thing 
F. Scott Fitzgerald (AN) 
The Crucible 
Arthur Miller (AN) 
 
 
The Open Boat 
Stephen Crane (AN) 
 
 
 
The Bridal Party 
F. Scott Fitzgerald (AN) 
 
 
The Pit and the Pendulum 
Edgar Allan Poe (AN) 
 
To Build a Fire 
Jack London (AN) 
 
Invasion from Mars 
Edward Koch (AN) 
 
 
The Revolt of Mother 
Mary Wilkins Freeman (AN) 
 
 
from Moby-Dick 
Herman Melville (AN) 
 
To Build a Fire 
Jack London (AN) 
 
 
The Legend of Sleepy Hollow 
Washington Irving (AN) 
 
 
 
Holt 2003 McDougal 2003 Prentice Hall 2003 
The Crucible 
Arthur Miller (AN) 
 
 
The Fall of the House of Usher 
Edgar Allan Poe (AN) 
 
 
Winter Dreams 
F. Scott Fitzgerald (AN) 
 
 
from Moby-Dick 
Herman Melville (AN) 
 
 
from Walden 
Henry David Thoreau (AN) 
The Crucible 
Arthur Miller (AN) 
 
 
The Fall of the House of Usher 
Edgar Allan Poe (AN) 
 
 
Winter Dreams 
F. Scott Fitzgerald (AN) 
 
 
The Legend of Gregorio Cortez 
Americo Paredes (HI) 
 
The Yellow Wallpaper 
Charlotte Perkins Gilman (AN) 
The Crucible 
Arthur Miller (AN) 
 
 
Winter Dreams 
F. Scott Fitzgerald (AN) 
 
 
 
The Fall of the House of Usher 
Edgar Allan Poe (AN) 
 
from Moby-Dick 
Herman Melville (AN) 
 
Race at Morning  
William Faulkner (AN) 
 
Note: Greatest to Least 
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In addition, each textbook contained a handbook at the end of the text with 
dictionaries, indices, and other information. Unlike the textbooks in Group II, all 
textbooks in Group II contained sections dealing with strategies for mastering work 
on standardized tests. All textbooks were organized chronologically; however, three 
of the textbooks contained contemporary selections interspersed within different 
literary periods in what appears to be an attempt to include more multicultural 
works. For example, the Prentice Hall 2003 text contained a category entitled 
“Connections: Literature Past and Present” which would place a contemporary work 
whose theme related to other works from a different time period and many of these 
selections were written by non-White authors. For example, an excerpt from Alex 
Haley’s text Roots published in 1976 appears with literary selections from 1750-
1800. The McDougal 2003 anthology contained a category entitled “Comparing 
Literature” which also contained contemporary selections placed within older literary 
periods; for example, an excerpt from N. Scott Momaday’s text The Way to Rainy 
Mountain published in 1969 appears in the first literary period from 2000 B. C. to 
1620 A. D. Similarly, the Holt 2003 text contained categories entitled “From 
Generation to Generation” and “The Created Self” which placed contemporary works 
in older historical periods. 
     The McDougall 2003 text also contained a category entitled “Links Across 
Cultures” which included works who would not traditionally appear in American 
Literature anthologies, for example, an excerpt from Olympe de Gouges’s document 
Declaration of the Rights of Woman. Authors who appeared in these sections were 
categorized according to the heritage that most closely matched the racial and/or 
ethnic categories established for the United States; in this case de Gouges, a French 
writer, was categorized as Anglo-American. The Glencoe 2003 textbook also 
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contained selections categorized as world literature whose authors were coded in the 
same manner.  
     All literary selections were coded and recorded for Group II with the exception of 
newspaper or magazine articles whose inclusion was indicated by the publishers as 
informative articles for student practice reading for information. In addition, as in 
Group I, the selections in the Holt 2003 text entitled “Primary Sources” were not 
included due to the nature of the selections as historical documents. Also, the 
Glencoe 2003 text contained selections in a category entitled “Media Connections” 
which contained newspaper articles, song lyrics, and excerpts from web pages, which 
were not coded.   
     Each textbook contained at least one major work of fiction, usually a play. The 
five longest selections for each textbook with the racial or ethnic category of author 
are listed as in Table 17, with the selections arranged according to length with the 
longest selection appearing first. Of the five longest selections per textbook in Group 
II (30 appearances of 19 selections) only one selection is written by a non-White 
author. In addition, only two of the longest selections are written by female authors. 
Groups I and II Compared 
     In 2003 literary selections are being added to the canon that change the racial 
and ethnic make up of the canon, but just as many, if not more selections are being 
removed. While the size of the textbooks is growing from an average of 951 pages to 
an average of 1206, the number of literary selections is not. In Group I, the average 
number of selections was 181.8 while the average for Group II dropped to 158.17. 
What is appearing in these textbooks are more pages dedicated to pedagogical 
content including reading and writing exercises and assessment practice.  
     As evidenced in Tables 16 and 17 when one considers the longer literary 
selections, minority authors are under-represented with only two selections 
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appearing in Group I and one in Group II written by non-White authors. Although the 
textbook canon may have changed in certain areas to accommodate minority 
authors, it has not with respect to longer literary selections.  
Additions and Deletions to the Textbook Canon 
      When the authors of Groups I and II are compared, there are a total of 407 
authors among the two groups, excluding those authors listed as Unknown. One 
hundred fifty-two authors appear in both groups as indicated in Table 18. Ninety-
nine authors appear in Group I but not in Group II and those authors are listed in 
Table 20. Table 21 lists the 152 authors who appear in Group II but not in Group I. 
From Group I to Group II, eight African American authors no longer appear, but 28 
new authors are added in Group II. With respect to Anglo-American authors, 111 
authors appear in both groups; 67 new Anglo-American authors appear in Group II 
and 73 authors no longer appear in this group. Group II gains 14 new Asian 
American authors while losing two authors. Group II gains 31 Hispanic American 
authors with six additional authors appearing in both groups. Groups I and II share 
11 Native American authors, and Group II gains 15 new authors but loses nine.  
Table 18  
 
Number of Authors Appearing in Groups I and II Sorted by Race and/or Ethnicity 
 
 Appearing in Both 
Groups 
In Group I but not in 
Group II 
In Group II but not in 
Group I 
African American 
 
22 8 28 
Anglo-American 
 
111 73 67 
Asian American 
 
2 2 14 
Hispanic American 
 
6 7 31 
Native American  
 
11 9 15 
Multiracial 
 
0 0 1 
Total 
 
152 99 156 
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     In summary, from 1991 to 2003 the size of the textbooks has grown, but the 
number of selections has decreased. The number of non-White authors has increased 
while the number of White authors has only decreased by three. When Anglo-
American authors are dropped from the canon, new ones are added. No other racial 
or ethnic group lost more than it gained with respect to the number of authors. 
When one considers the number of authors, with only 152 authors appearing in both 
groups, there seems to be little consistency between the two adoption years. 
However, when one considers the longer works such as plays and novel excerpts, as 
well as most frequently anthologized authors, there is consistency between the two 
groups.  
Summary of Data from Chapter 4 
     The percentage of literary selections written by non-White authors has increased 
from 1991 to 2003 while the percentage of selections written by Anglo-American  
authors has decreased by almost 15%. Selections written by African American 
authors (7%) have increased the most, followed by Hispanic American authors (4%), 
Asian American authors (2%), and to a small extent, Native American authors (1%).  
However, when genre is considered, non-White authors do not have proportionate 
increases within each genre. Instead, they are over-represented in the genre of 
nonfiction and for Native American and African American authors, in the genre of 
other fiction. Non-white authors have gained ground in the genre of novel excerpts 
by almost 50%; however, Non-White authors remain, in both groups, under-
represented in the genre of plays and short stories. Regarding the five longest works 
of fiction for each textbook in 1991 and 2003, non-White authors rarely appear.  
     When one considers the percentage of authors rather than selections, the 
percentage of Anglo-American authors drops (although the number of authors 
appearing remains nearly the same) and the percentage of African American authors 
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rises a little more than 5%, Hispanic American and Asian American authors a little 
more than 3%, and Native American authors less than 1%. However, it is important 
to note that the 2003 adoption year contains one more textbook than the 1991 
adoption year. 
     The gender of the authors has changed by about 6% from 1991 to 2003 with the 
percentage of female authors rising and male authors declining. When one considers 
genre, the percentages of selections written by women rises fairly proportionately in 
each genre with the exception of plays.  
     Finally, determining the category of most frequently anthologized author was 
often difficult, because when it comes to non-White authors, there is little 
consistency across textbooks. However, for the majority of the racial and/or ethnic 
groups, there is consistency across adoption years with respect to the most 
frequently anthologized authors. 
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Table 19 
 
Authors Appearing in Groups I and II 
 
African American 
 
Alice Walker 
Andrea Lee 
Arna Bontemps 
Claude McKay 
Countee Cullen 
Frederick Douglass 
Gwendolyn Brooks 
James Baldwin 
James Weldon Johnson 
Jean Toomer 
Langston Hughes 
Mari Evans 
Nikki Giovanni 
Paul Laurence Dunbar 
Phillis Wheatley 
Ralph Ellison 
Richard Wright 
Rita Dove 
Robert Hayden 
Sojourner Truth 
W. E. B. Du Bois 
Zora Neale Hurston 
 
Asian American  
 
Diana Chang 
Maxine Hong Kingston 
 
Hispanic American 
 
Alvar Nunez Cabeza de Vaca 
Americo Paredes 
Gary Soto 
Julia Alvarez 
Rodolfo Gonzales 
Sandra Cisneros 
 
Native American 
Black Hawk 
Chief Joseph 
Dekanawidah 
Leslie Marmon Silko 
N. Scott Momaday 
Navajo 
Seneca 
Simon Ortiz 
Teton Sioux 
Tewa 
William Least Heat-Moon 
 
Anglo-American 
Abigail Adams 
Abraham Lincoln 
Adrienne Rich 
Ambrose Bierce 
Amy Lowell 
Anne Bradstreet 
Anne Sexton 
Anne Tyler 
 
Anglo-Amercan Continued 
 
Annie Dillard 
Archibald MacLeish 
Arthur Miller 
Benjamin Franklin 
Bernard Malamud 
Bret Harte 
Carl Sandburg 
Carson McCullers 
Christopher Columbus 
Davy Crockett 
Denise Levertov 
Donald Barthelme 
Dorothy Parker 
E. B. White 
E. E. Cummings 
Edgar Allan Poe 
Edgar Lee Masters 
Edith Wharton 
Edna St. Vincent Millay 
Edward Taylor 
Edwin Arlington Robinson 
Elie Wiesel 
Elizabeth Bishop 
Emily Dickinson 
Ernest Hemingway 
Eudora Welty 
Ezra Pound 
F. Scott Fitzgerald 
Flannery O'Connor 
Garrison Keillor 
Grace Paley 
H. D. 
Henry David Thoreau 
Henry James 
Henry Wadsworth Longfellow 
Herman Melville 
Jack London 
James Dickey 
James Fennimore Cooper 
James Russell Lowell 
James Thurber 
James Wright 
Jean de Crevecoeur 
Joan Didion 
John Crowe Ransom 
John Dos Passos 
John Greenleaf Whittier 
John Hersey 
John Malcolm Brinnan 
John Smith 
John Steinbeck 
John Updike 
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Table 19 (Continued) 
 
Anglo-American 
 
Jonathon Edwards 
Joyce Carol Oates 
Karl Shapiro 
Kate Chopin 
Katherine Anne Porter 
Larry McMurtry 
Linda Pastan 
Louisa May Alcott 
Marianne Moore 
Mark Twain 
Mary Chesnut 
Mary E. Wilkins Freeman 
Mary Rowlandson 
Nathaniel Hawthorne 
O. Henry 
Oliver Wendell Holmes 
Patrick Henry 
Ralph Waldo Emerson 
Randall Jarrell 
Reed Whittemore 
Richard Wilbur 
Robert E. Lee 
Robert Frost 
Robert Lowell 
Robert Penn Warren 
Robinson Jeffers 
Sara Teasdale 
Sarah Orne Jewett 
Sherwood Anderson 
Stephen Crane 
Sylvia Plath 
T. S. Eliot 
Tennessee Williams 
Theodore Roethke 
Thomas Jefferson 
Thomas Paine 
Thomas Wolfe 
Tillie Olsen 
Tim O'Brien 
Vachel Lindsay 
W. H. Auden 
Wallace Stevens 
Walt Whitman 
Washington Irving 
Willa Cather 
William Bradford 
William Byrd 
William Carlos Williams 
William Cullen Bryant 
William Faulkner 
William Stafford 
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Table 20 
 
Authors Appearing in Group I and Not in Group II 
 
African American 
Eugenia Collier 
Gregory Djanikian 
Imamu Amiri Baraka 
James Alan McPherson 
James W. C. Pennington 
Julius Lester 
Lorraine Hansberry 
Margaret Walker 
Anglo-American 
 
Allen Ginsberg 
Ann Beattie 
Art Buchwald 
Cotton Mather 
David Wagoner 
Donald Justice 
DuBose Heyward 
Elinor Wylie 
Elizabeth Cady Stanton 
Elizabeth Coatsworth 
Elizabeth Enright 
Ellery Queen 
Eugene O'Neill 
Fanny Kemble 
Frederic G. Cassidy 
Galway Kinnell 
Harriet Beecher Stowe 
Harriet Hanson Robinson 
Harry Mark Petrackis 
Helen Keller 
Henry Timrod 
Howard Fast 
Howard Nemerov 
Isaac Bashevis Singer 
James Merrill 
James Shannon 
Jane Yolen 
Jesse Stuart 
Jim Bridger 
Jim Wayne Miller 
John Berryman 
John Gould Fletcher 
John McPhee 
John N. Morris 
Joseph Brodsky 
Josh Billings 
Kurt Vonnegut Jr. 
Lewis Thomas 
Lillian Helman 
Marcie Hans 
Mark Helprin 
Mary Oliver 
Maxine Kumin 
May Swenson 
Michael Herr 
Mignon G. Eberhardt 
Mike Fink 
Mona Van Duyn 
Ogden Nash 
Paul Theroux 
 
Anglo-American Continued 
Philip Freneau 
Phyllis McGinley 
Ray Bradbury 
Richard Eberhart 
Robert Benchley 
Robert de La Salle 
Rod Serling 
Roger Rosenblatt 
Russell Baker 
S. J. Perelman 
Salmon P. Chase 
Sam Levenson 
Sarah Kemble Knight 
Sidney Lanier 
Sinclair Lewis 
Stephen Vincent Benet 
Stonewall Jackson 
Susan Allen Tooth 
Susan Glaspell 
Thornton Wilder 
Truman Capote 
Vern Rutsala 
Virginia Spencer Carr 
 
Asian American 
James Masao Mitsui 
Lawson Fusao Inada 
 
Hispanic American 
Ernesto Galarza 
Jose Garcia Villa 
Mario Suarez 
Ramon Saldivar 
Richard Rodriguez 
Rolando R. Hinojosa-Smith 
Teresa Palomo Acosta 
 
Native American 
Blackfeet Tribe 
Chief Seattle 
Chippewa Tribe 
Delaware Tribe 
Ojibwa 
Pima Tribe 
Satanta 
The Grand Council Fire of American Indians 
Zuni Tribe 
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Table 21 
 
Authors Appearing in Group II and Not in Group I 
 
African American 
Alex Haley 
Ali Deb 
Anne Moody 
Bessie Head 
Booker T. Washington 
Charles W. Chestnut 
Colleen McElroy 
Derek Walcott 
Dorothy West 
Dudley Randall 
Edwidge Danticat 
Frances Ellen Watkins Harper 
Harriet Jacobs 
Helene Johnson 
Henry Louis Gates Jr. 
Jean-Joseph Rabearivelo 
John B. Rosswurm 
John P. Parker 
Leopold Sedar Senghor 
Malcolm X 
Martin Luther King, Jr. 
Maya Angelou 
Olaudah Equiano 
Reverend Henry M. Turner 
Susie King Taylor 
Toni Cade Bambara 
Toni Morrison 
Yusef Komunyakaa 
 
Asian American 
Amy Tan 
Anonymous 
Cathy Song 
Chuang Tzu 
David Mura 
Dwight Okita 
Garrett Hongo 
Gish Jen 
Hisaye Yamamoto 
Li-Young Lee 
Longhang Nguyen 
Mohandas K. Gandi 
Pin Yathay 
Tran Mong Tu 
 
Anglo-American 
Alexander Hunter 
Allan Gurganus 
Angelina Grimke 
Anna Quindlen 
Anne Bernays 
Anne Morrow Lindbergh 
Azia Yezierska 
Barbara Kingsolver 
Barry Lopez 
Charles Baudelaire 
Charlotte Perkins Gilman 
Conrad Aiken 
Constantine P. Cavafy 
Anglo-American Continued 
Daniel J. Boorstin 
Don Henley 
Dorothy Aldis 
E. L. Doctorow 
Elinor Pruitt Stewart 
Eve Merriam 
Frank O'Hara 
Frank Stockton 
Franz Kafka 
Gary Snyder 
George Cooper 
George S. Kaufman 
George Washington 
Herodotus 
Howard Koch 
Ian Frazier 
James Agee 
John F. Kennedy 
John Wesley Powell 
Julia Ward Howe 
Katherine Lee Bates 
Kathleen Norris 
Lanford Wilson 
Lawrence Ferlinghetti 
Loren Eiseley 
Louise Gluck 
Lydia Maria Child 
Major Sullivan Balou 
Margaret Atwood 
Margaret Fuller 
Mary S. Hawling 
Meriwether Lewis 
Miriam Davis Colt 
Molly Moore 
Naomi Shihab Nye 
Olympe de Gouges 
Paul G. Gill, Jr. 
Primo Levi 
Randolph McKim 
Raymond Carver 
Robert Fulghum 
Seth M. Flint 
Sheryl Nelms 
Stephen C. Foster 
Stephen King 
Sullivan Ballou 
Susan B. Anthony 
Theodore Upson 
Tom Wolfe 
Warren Lee Goss 
William Ellery Channing 
William Lloyd Garrison 
William Safire 
Yvonne Sapia 
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Table 21 (Continued) 
 
Hispanic American 
Alma Luz Villanueva 
Angela de Hoyos 
Aurora Levins Morales 
Bartolome de las Casas 
Cherrie Moraga 
Evangelina Vigil-Pinon 
Gabriel Garcia Marquez 
Gabriela Mistral 
Garcia Lopez de Cardenas 
Horacio Quiroga 
Jesus Colon 
Jimmy Santiago Baca 
Jorge Luis Borges 
Jose Griego Y Maestas 
Judith Ortiz Cofer 
Julio Cortazar 
Lorna Dee Cervantes 
Lucha Corpi 
Luis J. Rodriguez 
Luis Pales Matos 
Maria Herrer-Sobek 
Martin Espada 
Norma Elia Cantu 
Pablo Neruda 
Pat Mora 
Ricardo Sanchez 
Rita Magdaleno 
Sandra Maria Esteves 
Sor Juana Ines de la Cruz 
Tomas Rivera 
Victor Hernandez Cruz 
 
Native American 
Black Elk 
Canassatego 
Cherokee 
Conchise of the Apache 
Corn Tassel 
Darryl Babe Wilson 
Huron 
Iroquois 
Joy Harjo 
Louise Erdich 
Modoc 
Mourning Dove 
Nez Perce 
Onondaga-Northeast Woodlands 
Red Jacket 
 
Multiracial 
Tran Thi Nga & Wendy Larsen 
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Chapter 5 
Results of Phases Two and Three 
 
     This chapter presents the results of the second and third phases of the content 
analysis of the five American literature textbooks adopted for use in Florida in 1991 
and the six American literature textbooks adopted in 2003. This purpose of this 
analysis is to determine the effects of policies addressing multiculturalism on the 
high school United States and American Literature canon, as represented in 
textbooks adopted in the state of Florida in 1991 and 2003. Specifically, this analysis 
examined the following aspects of these textbooks: changes in the content of the 
literary selections written by non-White authors in the 1991 and 2003 with respect to 
character demographics and characteristics of multicultural literature (Research 
Question 5); and, the changes in the themes of the most frequently anthologized 
literary selections written by non-White authors (Research Question 6).  
Content Checklists: Character Demographics 
     This section presents the results of the content checklists used to record 
demographic information about the literary selections written by non-White authors 
in Groups I and II in an effort to determine change in the content of the literary 
selections appearing in the literature anthologies adopted in Florida in 1991 and 
2003. All literary selections written by non-White authors were analyzed and coded 
using the content checklist appearing in Appendix C. To ease data analysis the 
results were then entered into a database using Microsoft Access™ and analyzed 
using Microsoft Excel™.  
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     Each literary selection was coded (see Appendix C for coding schemes) according 
to the author, race of author (African American, Asian American, Hispanic American, 
Native American, and Multiracial), and title of selection. In addition, the categories 
and descriptors that were used to code the literary selections are as follows: genre 
(nonfiction, novel, novel excerpt, other fiction, play, poetry, and short story,); role 
(main character or subject of selection, narrator or speaker, and other); setting 
(rural, suburban, urban, other, or unable to determine); age (child – under twelve 
years old, adolescent – thirteen to nineteen years old, young adult – twenty to 
thirty-nine years old, mature adult – forty to sixty four years old, elderly – sixty five 
years or older, or unable to determine); race and/or ethnicity of the subject being 
coded (same as author race); gender of the subject being coded (male, female, 
unable to determine); socioeconomic status (upper or upper middle class, middle 
class, working class or lower class, unable to determine); family and living 
arrangements (living alone, cohabitational couple without children, cohabitational 
couple with children, married couple without children, married couple with children, 
single parent with children, other family, unable to determine). For example, Alice 
Walker’s short story Everyday Use was coded as follows3: 
          Author race:  African American (AF) 
 Genre:  Short Story (SS) 
 Role:   Main character (1) 
 Setting:  Rural (1) 
 Age:  Mature Adult (4) 
 Char. Race: African American (AF) 
                                          
3 The character demographic checklist was designed for short fiction; however, as 
noted in chapter four, most of the works appearing in Groups I and II were not short 
stories, something the researcher did not anticipate. Therefore, many selections will 
have categories coded as 9 (unable to determine). More on this topic appears in 
Chapter 6. 
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 Gender:  Female (F) 
 SES:   Working Class (3) 
 Family Living: Single Parent with Children (6) 
Each literary selection was coded, categories were tallied, and percentages were 
calculated. 
Group I 
     Table 22 indicates the results of the character demographic checklist for Group I, 
anthologies adopted in 1991. African American authors contributed to the greatest 
number of selections in this group with more than 50%, Native Americans 
contributed to 22.66%, Hispanic American authors consisted of 5.47% of the 
selections, Asian American authors consist of 5.47%, and there was one Multiracial 
selection4. Of the 128 selections coded, 47.66% were poems, 29.69% were 
nonfiction, 14.06% were other fiction, 7.81% were short stories, and less than one 
percent were novel excerpts. Of the nonfiction works, many were brief excerpts from 
longer works. Of the characters/subjects coded, 38.28% were main characters or 
subjects of the selection, 43.19% were the narrator or speaker, and 19.53% were 
other subjects. 
      Of the 128 literary selections coded, 33.59% (43 of 128) did not contain details 
which indicated a specific setting; however, of those that did indicate a setting, more 
than half (56 of 85) took place in rural areas (43.75% of the total selections), 
19.53% of the total selections took place in urban areas (about 30% of those 
containing details indicating a setting), and 0.78% took place in suburban areas.  
     Of the characters/subjects coded 41.41% were African American, 22.66% were 
Native American, 9.38% were Hispanic American, 3.91% were Asian American, and                   
                                          
4 These percentages are slightly different than the percentages appearing in Chapter 
Four because each selection was only counted once; however, a few excerpts, while 
titled the same, were actually different sections of a selection. These excerpts were 
treated as separate selections and were coded more than once. 
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Table 22 
Results of Character Demographics Checklist for Group I 
Author Race 
 
Genre Setting Role Character Race 
AF 
 
57.81% NE 0.78% Rural 43.75% Main 
Character/ 
Subject of 
Selection 
 
38.28% AF 
 
41.41% 
AS 
 
 5.47% NF 29.69% Suburb
an 
2.34% Narrator/ 
Speaker 
 
42.19% AS 
 
3.91% 
HI 
 
13.28%  Other 14.06% Urban 19.53% Other 
 
19.53% HI 
 
9.38% 
M 
 
0.78% Poem 
 
47.66% Other 
 
0.78%   MU 
 
0.00% 
NA 
 
22.66% SS 7.81% U/NS 33.59%   NA 
 
22.66% 
        U/NS 22.66% 
 
Gender Age 
 
SES Family Living 
Female 
 
17.19% Child 16.41% Upper 
Class 
0.00% Living 
Alone 
 
4.69% 
Male 
 
43.75% Adolescent 3.13% Middle 
Class 
 
3.13% Couple 
No children 
0.78% 
U/NS 39.06% Young  
Adult 
7.81% Lower  
Class 
31.25% Couple 
w/ 
children  
0.00% 
  Mature 
Adult 
6.25% U/NS 65.63% Married no  
children  
 
0.78% 
  Elderly 4.69%   Married 
w/children 
 
15.63% 
  U/NS 61.72%   Single  
Parent  
 
2.34% 
      Other  
Family 
 
5.47% 
     
 
 U/NS 70.31% 
 
Note 1: n = 128 
Note 2: AF = African American AS=Asian American HI = Hispanic American  MU = Multiracial 
        
            NA = Native American U/NS = Unable to Determine/Not Specified 
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22.66% were coded as unable to determine. These percentages are quite similar to  
the race of the authors, which indicates that many of the non-White authors wrote 
about non-White characters, specifically the percentages for the Native American 
authors and characters are identical. Only one selection contained details about a 
racial or ethnic group different from the authors; the chantey Shenandoah, which 
was attributed to a multiracial heritage but contains a main character who is Native 
American5. However, these percentages also indicate that 22.66% of the selections 
did not contain a character or subject of a specific race or ethnicity.  
     Of the characters and subjects coded 17.19% were female and 43.75% were 
male. However, 43.75% of the subjects either did not specify or a gender or dealt 
with a group of people where a single gender could not be determined. When a 
socio-economic status of a subject or group could be determined, the majority of the 
subjects were categorized as lower or working class, only four selections were 
categorized as middle class, and none of the selections were categorized as upper 
class. Finally, 65.63% of the selections did not have details to indicate socio-
economic status.  
     More than 70% of the selections did not contain details to indicate family and 
living situations. Of the thirty eight selections that did indicate family situations, 
more than half of the characters/subjects (15.63% of the total) lived in the typical 
“nuclear” family: married with children. Characters living alone and characters living 
in “other family” situations consisted of nearly 10% of the total selections6. Three of 
the selections had subjects who were single parents, and two selections were couples 
living without children. 
 
                                          
5 The Native American character’s daughter is stolen by a white man. 
6 Of the seven selections labeled as other family, five were unmarried slaves living 
with their masters; the other two were children who shared homes with parents and 
other relatives.  
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Summary of Group I 
     While many selections did not contain details to indicate their placement in a 
specific category, of the selections that did, the percentages pertaining to the race 
and/or ethnicity of the authors were consistent with the race and/or ethnicity of the  
characters; for example the greatest number of authors and characters were African 
American, followed by Native Americans, Hispanic Americans, and finally Asian 
Americans. The majority of the literary selections took place in rural settings. Of the 
literary selections indicating a gender, there were more than twice as many male 
characters as female characters. There was an almost equal distribution of 
characters/subjects with respect to age with almost 20% of the characters coded as 
children or young adults and almost 20% of the characters coded as adults7. Of the 
literary selections which indicated a socio-economic status, almost all of the subjects 
were coded as lower or working class. Finally, of the selections which indicated a 
family or living status, half were married couples with children, and almost half were 
distributed between living alone and “other family.” 
Group II 
     Table 23 indicates the results of the character demographics checklist for literary 
selections written by non-White authors in Group II, anthologies adopted in 2003. 
Nearly half of the literary selections written by non-White authors were written by 
African Americans with 49.77%; Hispanic American authors contributed to the 
second largest percentage of selections with 24.20%; Native American authors 
followed with 15.53% of the selections; and finally, Asian American authors 
contributed to 10.05% of the selections written by non-White authors. Nearly half of 
the selections written by non-White authors in Group II were poems with 47.03%.  
                                          
7 The category of age is problematic because its descriptors were too specific; as a 
result, if a speaker or character was clearly an adult but a specific age could not be 
determined, the subject was coded as Unable to determine/Not Specified. The 
implications of this category’s descriptors will be discussed in Chapter Six. 
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Table 23 
Results of Character Demographics Checklist for Group II 
Author Race 
 
Genre Setting Role Character Race 
AF 
 
49.77% NE 4.11% Rural 36.07% Main 
Character/ 
Subject of 
Selection 
 
37.44% AF 
 
38.81% 
AS 
 
 10.05% NF 29.68% Sub-
Urban 
1.83% Narrator/ 
Speaker 
 
49.77% AS 
 
9.59% 
HI 
 
24.20%  Other 8.68% Urban 21.92% Other 
 
12.79% HI 
 
15.07% 
M 
 
0.46% Poem 
 
47.03% Other 1.37%   MU 
 
0.00% 
NA 
 
15.53% SS 10.50% U/NS 38.81%   NA 
 
14.16% 
        U/NS 22.37% 
 
 
Gender Age 
 
SES Family Living 
Female 
 
28.77% Child 11.87% Upper 
Class 
1.37% Living 
Alone 
 
7.76% 
Male 
 
36.53% Adolescent 8.22% Middle 
Class 
 
5.48% Couple 
No children 
0.91% 
U/NS 34.70% Young  
Adult 
9.59% Lower  
Class 
31.05% Couple 
w/ 
children  
0.00% 
  Mature 
Adult 
4.57% U/NS 62.10% Married no  
children  
 
0.91% 
  Elderly 3.20%   Married 
w/children 
 
15.07% 
  U/NS 62.56%   Single  
Parent  
 
2.74% 
      Other  
Family 
 
3.65% 
     
 
 U/NS 68.95% 
 
Note 1: n = 219 
 
Note 2:  AF = African American AS=Asian American HI = Hispanic American  MU = Multiracial 
        
             NA = Native American U/NS = Unable to Determine/Not Specified 
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Nonfiction selections consisted of almost 30% of the selections; 10.50% of the 
selections were short stories; 8.68% of the selections were classified as other fiction; 
and 4.11% of the selections were novel excerpts. When considering the setting of 
the literary selections, the highest percentage of selections took place in rural 
settings, 36.07%; however, of the 62% that indicated a setting, 21.92% took place 
in urban settings; very few selections took place in a setting described as suburban. 
     The race of the characters/subjects coded is quite consistent with the race of the 
authors, although the percentages are not quite as high. African American characters 
consist of the highest percentage with 38.81% of the characters; Hispanic American 
characters follows with 15% of the characters coded, while the percentage of Native 
American characters (14.16%) and Asian American characters (9.59%) closely 
matches the percentages of Native American and Asian American authors. These 
consistencies indicate that when a non-White author contains details relevant to a 
specific racial or ethnic group, the author is writing about a racial or ethnic group he 
or she closely identifies with. Specifically, only four8 of the 219 selections coded 
contained characters or subjects who were of a different race or ethnicity from the 
author, when racial and/or ethnic characteristics could be identified. However, 
22.37% of the characters/subjects did not contain characteristics of a specific racial 
or ethnic identity.  
     Of the 219 literary selections written by non-White authors, 28.77% contained 
female characters or subjects. 36.53% of the characters were male, and 34.70% of 
the selections were classified as Unable to Determine/Not Specified. When the age of 
the characters was considered 11.87% of the characters were classified as children 
with 8.22% of the characters classified as adolescents. Nearly 10% of the characters 
                                          
8 Three of the four selections were travelogues, where the main character was 
describing the Native American culture and one selection was written by an Anglo-
American author and an Asian American author, coded as Multiracial, about an Asian 
American main character.  
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were coded as young adults, nearly 5% were coded as mature adults, and 3.20% of 
the characters could be identified as elderly. However, 62.56% of the characters did 
not contain details which indicated a specific age. 
     Of the 38.90% of the selections which indicated a character’s socio-economic 
status, the majority of them contained characters classified as lower or working class 
(31.05%), 5.48% of the characters were classified as middle class, and a little more 
than one percent were classified as upper class. However, 62.10% of the literary 
selections did not contain details which indicated a specific socio-economic class. Of 
the 219 selections coded, 68.95% did not contain details to indicate a specific family 
or living situation; however, of those that did contain details nearly half of them 
were families classified as married couples with children (15.07%). The other half 
consisted of characters living alone (7.76%), other family (3.65%), single parents 
(2.74%) and married couples with and without children (2 selections each).  
Summary of Group II 
     While many of the selections did not contain details to indicate their placement in 
a specific demographic category, the results of those that were able to be 
categorized are as follows: the percentages of the racial and ethnic identity of the 
authors is consistent with the percentages of the racial and ethnic identity of the 
characters with African Americans consisting of nearly half, Hispanic Americans 
consisting of the second largest group, Native American author and characters 
consisting of 15% of the totals and Asian American authors and characters consisting 
of 10% of the totals. The majority of selections which indicated a setting took place 
in rural areas; however, nearly a third of those that indicated a setting also took 
place in urban areas. Of the literary selections indicating a gender, there were more 
male characters than female characters with a difference of 7.76%. Characters coded 
as children and adolescents appeared in 20.09% of the selections while characters 
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coded as adults or elderly appeared in of 17.36% of the selections, when an age of 
the character was specified. Of the literary selections which indicated a 
socioeconomic status, the majority of the subjects were coded as lower or working 
class. Finally of the selections which indicated a family or living status, half were 
married couples with children and the next highest percentage were characters living 
alone. 
Groups I and II Compared 
     Because the purpose of this portion of the analysis was to determine if there has 
been a change in the content of literary selections written by non-White authors with 
respect to policies addressing multiculturalism, the results of both groups will be 
discussed briefly and the data is displayed in Table 24. The results for the 
percentages for the race and/or ethnicity of the authors remains consistent for 
African American authors who contribute to the largest percentage of selections 
written by non-White authors in both groups. However, in Group II Hispanic 
American authors have the second greatest percentage of selections in Group II, the 
2003 adoption year, whereas in Group I, Native American authors contributed to the 
second greatest percentage of selections written by non-White authors. While the 
percentage of selections for both African American authors and Native American 
authors decreased in 2003, the percentage of selections written by Hispanic 
American authors increased, indicating that the canon for these textbooks has 
shifted to include more selections written by Hispanic American authors. In addition, 
the percentage of selections written by Asian American authors increased by nearly 
5%.  
     The results from Groups I and II with respect to genre are fairly consistent 
between the two adoption years. The percentages of poems and nonfiction are nearly 
the same with poetry being the genre with the greatest percentage of selections,  
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Table 24 
Results of Character Demographics Checklists for Groups I and II  
Author Race Genre Setting Role Character 
Race 
AF 
 
57.81% 
49.77% 
-8.04% 
NE 0.78% 
4.11% 
+3.33% 
Rural 43.75% 
36.07% 
-7.68% 
Main 
Character/ 
Subject of 
Selection 
38.28% 
37.44% 
-0.84% 
AF 
 
41.41% 
38.81% 
-2.54% 
 
AS 
 
 
 5.47% 
10.05% 
+4.58% 
 
NF 
 
29.69% 
29.68% 
-0.01% 
 
Sub-
urban 
 
2.34% 
1.83% 
-0.51% 
 
Narrator/ 
Speaker 
 
42.19% 
49.77% 
+7.51% 
 
AS 
 
 
3.91% 
9.59% 
+5.68% 
 
HI 
 
 
13.28% 
24.20% 
+10.92%  
 
Other 
 
14.06% 
8.68% 
-5.33% 
 
Urban 
 
19.53% 
21.92% 
+2.39% 
 
Other 
 
19.53% 
12.79% 
-6.74% 
 
HI 
 
9.38% 
15.07% 
+5.69% 
 
MU 
 
 
0.78% 
0.46% 
-0.32% 
 
Poem 
 
 
47.66% 
47.03% 
-0.63% 
 
Other 
 
 
0.78% 
1.37% 
0.59% 
   
MU 
 
 
0.00% 
0.00% 
0.00% 
 
NA 
 
 
22.66% 
15.53% 
-7.13% 
 
SS 
 
7.81% 
10.50% 
+2.69% 
 
U/NS 
 
33.59% 
38.81% 
+5.22% 
   
NA 
 
 
22.66% 
14.16% 
-8.50% 
         
U/ 
NS 
 
22.66% 
22.37% 
-0.29% 
 
Gender Age SES Family Living 
Female 
 
17.19% 
28.77% 
+11.58% 
Child 16.41% 
11.87% 
-4.54% 
Upper 
Class 
0.00% 
1.37% 
+1.37% 
Living 
Alone 
4.69% 
7.76% 
+3.07% 
 
Male 
 
 
43.75% 
36.53% 
-7.22% 
 
Adolescent 
 
3.13% 
8.22% 
-5.09% 
 
Middle 
Class 
 
 
3.13% 
5.48% 
+2.35% 
 
Couple 
No children 
 
0.78% 
0.91% 
+0.13% 
 
U/NS 
 
39.06% 
34.70% 
-4.36% 
 
Young  
Adult 
 
7.81% 
9.59% 
+1.78% 
 
Lower  
Class 
 
31.25% 
31.05% 
-0.20% 
 
Couple 
w/ 
children  
 
0.00% 
0.00% 
0.00% 
   
Mature 
Adult 
 
6.25% 
4.57% 
-1.68% 
 
U/NS 
 
65.63% 
62.10% 
-3.53% 
 
Married no  
children  
 
 
0.78% 
0.91% 
+0.13% 
  Elderly  
4.69% 
3.20% 
+1.49% 
   
Married 
w/children 
 
 
15.63% 
15.07% 
-0.56% 
   
U/NS 
 
61.72% 
62.10% 
+0.38% 
   
Single  
Parent  
 
 
2.34% 
2.74% 
+0.40% 
       
Other  
Family 
 
 
5.47% 
3.65% 
-1.82% 
     
 
 U/NS  
70.31% 
68.95% 
-1.36% 
Note: Group I (1991) is not italicized. Group II (2003) is italicized.  
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followed by selections categorized as nonfiction. However, the percentages of novel 
excerpts and short stories written by non-White authors have increased by nearly 
3% and other fiction decreasing by 5.38%. The decrease in percentage of the 
category of other fiction can be attributed to the decrease in selections appearing by 
Native American authors, because the majority of selections categorized as other 
fiction were written by Native Americans. In addition, as indicated in Chapter 4, the 
increase in the number of short stories can be largely attributed to the increase in 
short stories written by Hispanic American authors. 
     In Groups I and II, the content of the stories has changed little when it comes to 
the setting of the literary selections. The majority of the selections which indicated a 
setting were categorized as being located in rural areas with only a slight increase in 
the percentage of selections located in urban areas and a slight decrease in the 
percentage of selections located in suburban areas. However, the percentage of 
selections which did not indicate a setting increased by approximately 5% and the 
percentage of selections located in rural areas decreased by 7.68%. 
     The results of the analysis pertaining to the category of role of the main character 
or subject indicate a slight change in characteristics of the literary selections. In both 
groups, the main character was the narrator or speaker, with poetry and nonfiction 
written by non-White authors increasing from Group I at 42.19% to 49.77%.  As 
discussed in the previous sections, the results of the race of the characters or 
subjects being coded in Groups I and II are consistent with the racial or ethnic 
identity of the authors: the percentage of African American characters decreased 
slightly although remaining the largest percentage; the percentage of Hispanic 
American characters (15.07%) increased to become the second greatest percentage, 
although the percentage of Native American characters is relatively similar with 
14.16%, and the percentage of Asian American characters rose from Group I to 
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Group II by approximately 5%, which is consistent with the rise in the percentage of 
Asian American authors. 
     With respect to the gender of characters or subjects, there is a change from 
Groups I to Groups II. The percentage of female characters increased by more than 
10% in Group II, and the percentage of male characters decreased by more than 
7%. There has been little change with respect to the age of the characters, when 
they could be identified, between Groups I and II. The percentage of characters 
categorized as children decreased but the percentage of characters categorized as 
adolescents increased; however, the percentage of characters considered either 
children or adolescents remained approximately 20%. Similarly the percentage of 
young adults in Groups I and II increased slightly and the percentage of mature 
adults and elderly decreased slightly; however, the percentage of adult characters 
remained consistent at nearly 20%.  
     The characteristics of selections which indicated a socioeconomic status of the 
character or main subject also showed little change from Group I to Group II. The 
main characters and subjects (when able to be identified) written by non-White 
authors were categorized predominantly as lower or working class. There was a 
slight increase from Group I to Group II with respect to both middle class characters 
and upper class characters. Finally, the selections which indicated a family or living 
situation also changed very little from Groups I to Groups II. The greatest 
percentage of characters and subjects of the selections written by non-White authors 
were living in families consisting of a married couple with children. The percentage of 
characters living alone rose slightly from Group I to Group II (less than 3%) and the 
percentage of characters categorized as “other family” decreased slightly. 
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Summary of Groups I and II 
      When considering the details which indicate the demographic information related 
to the main character or main subject of the selections, the content of the literary 
selections written by non-White authors has changed very little from the textbooks 
adopted in 1991 and 2003. Although the percentage of selections written by non-
White authors has increased, the content of the selections remained remarkably 
similar. Perhaps the greatest difference is with respect to character race and gender: 
more Hispanic American authors and characters and Asian American authors and 
characters appear in 2003, and more female characters appear in 2003 as well. 
However, a description of the demographic characteristics of the literary selections in 
both of these groups could be as follows: the majority of the works took place in 
rural settings, with lower class or working class characters; about half of the 
characters were children or adolescents and about half of them were adults or elderly 
people. Finally, when family living is indicated the majority of characters live in two 
parent households with children (although still a low percentage of 15%) while less 
than 10% are characters living alone or in situations described as “other family9.” 
Very few families were described as cohabitational couples without children (one in 
1991 and two in 2003); and no selections contained cohabitational couples with 
children in either adoption year.   
 Content Checklist: Multicultural Content 
     This purpose of this stage of the analysis was to determine the change in the 
content of the selections included in the United States and American literature 
anthologies adopted in Florida in 1991 and 2003. The checklist was based on 
categories appearing in existing guidelines established for evaluating multicultural 
literature as well as guidelines established for detecting racial and ethnic bias in 
                                          
9 As mentioned previously, the selections categorized as “other family” were either 
slaves or families with relatives outside the “nuclear family” living in the household.  
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textbooks and literature. To facilitate ease of discussion, these categories as well as 
their descriptors will be briefly discussed as follows: 
Cultural Details:  
Does the selection include details specific to a culture other than the dominant 
culture? 
Use of Language and Dialogue: 
Does the selection include language and dialect beyond Standard English? 
Point of View: 
Item 1: Does the author provide an insider’s perspective into the culture? 
Item 2: Does the main character view himself/or herself as a cultural insider? 
Item 3: Does the main character identify with or attempt to align himself or herself 
with the dominant culture? 
Cultural Stereotypes:  
Does the selection address cultural stereotypes?  
Relationships: 
Item 1: Does the selection show equal relationships between Whites and non-
Whites?  
Item 2: Are any of the characters, if non-White, sacrificed for the sake of, or because 
of, a White person (either realistically or symbolically)? 
Item 3: Do any of the characters struggle with the issue of assimilation? 
Standards for Success: 
Item 1: Do any of the characters have to perform extraordinary feats in order to be 
accepted by the dominant society? 
Item 2: Do members of the dominant culture determine the standards for success? 
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Conflict and Resolution:  
Conflict: 
Item 1: Does the selection deal with injustice? 
Item 2: If yes, does the selection show resistance to injustice? 
Resolution: 
Item 1: Are the problems in the selection handled by the protagonist or other 
members of the culture? 
Item 2: Does the selection have a stated resolution to the conflict? 
Item 3: Does the selection end positively for the main character? 
Item 4: Does the selection offer hope for the future? 
     Each selection written by a non-White author in Groups I and II was analyzed and 
coded. All selections were coded only once for each adoption year; however, certain 
excerpts from longer works shared the same title but contained different excerpts. In 
this case, each different excerpt was coded. For example, more than one excerpt 
from Richard Wright’s autobiography Black Boy was coded because some of the 
textbooks contained different sections of the work.  
     The coding choices for each descriptor were yes, no, and unable to determine/not 
applicable. For the sake of consistency, if a selection did not make reference to the 
dominant culture or did not contain White characters, relevant items were coded as 
U/NA rather than No. The decision to code an item as yes, no, or unable to 
determine was subjective and will be discussed in the limitations in Chapter 6; when 
applicable, characteristics that guided the researcher’s choices will be discussed in 
the following section, often in the footnotes, in an effort to provide as much 
information for replication of the study as well as to adhere to the guidelines of 
content analysis which calls for an objective and systematic approach. In addition, 
items on the checklist were coded based almost solely on textual evidence except in 
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the case of nonfiction, autobiographical selections. For example, in the slave 
narratives of Frederick Douglass, where the work is autobiographical and labeled as 
nonfiction, the item was coded with the presumption that the narrator was African 
American. However, poems were coded in the spirit of New Criticism (Eagleton, 
1983), where the reader relies solely on a close textual analysis or the “words on the 
page,” since one cannot always assume that the speaker of the poem is the author.  
Group I 
     Table 25 indicates the results of the multicultural content checklists for Group I, 
the anthologies adopted in 1991. Of the 128 literary selections analyzed and coded, 
the majority of them, more than two-thirds, 67.19%, contained details specific to a 
culture other than the dominant culture. Nearly one-third, 32.19%, of the literary 
selections did not contain cultural details.  Even though most of the selections 
contained cultural details, the majority of the literary selections, 78.13%, did not 
contain language beyond Standard English, while 21.88% of the selections did 
contain language and dialogue beyond Standard English. 
     The next three items on the checklist pertained to the third category, point of 
view. With respect to the point of view of the author, in 68.75% of the selections the 
author provided an insider’s perspective into the culture. In only 2.34% of the 
selections did the author not provide an insider’s perspective into the culture10. In 
almost one-third of the selections, this item was not applicable because the  
selections did not contain details relevant to a particular culture. Similarly, in 
67.19% of the selections, the main character considered himself or herself a cultural 
insider; 2.34% of the selections had a main character did not consider himself or 
herself a cultural insider; and, 30.47% of the selections were not applicable for this  
                                          
10 These six selections are the same selections discussed in the previous section; in 
these selections the author was of a different race or ethnicity than the subject the 
author was describing.  
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Table 25 
 
Results of the Multicultural Content Checklist for Group I 
 
 Yes No U/NA 
 
Cultural Details    
 
 
67.19% 32.81% 0.00% 
Use of Language and 
Dialogue 
 
   
 21.88% 78.13% 0.00% 
 
Point of View 
 
   
Item 1 68.75% 2.34% 
 
28.91% 
Item 2 67.19% 2.34% 
 
30.47% 
Item 3 10.94% 
 
56.25% 32.81% 
Cultural Stereotypes  
 
  
 
 
15.63% 57.03% 27.34% 
Relationships 
 
   
Item 1 8.59% 
 
38.28% 53.13% 
Item 2 7.03% 
 
58.59% 34.38% 
Item 3 21.09% 
 
78.91% 0.00% 
Standards for Success  
 
  
Item 1 0.78% 
 
65.63% 33.59% 
Item 2 32.81% 
 
32.03% 35.16% 
Conflict  
 
  
Item 1 34.38% 
 
65.62% 0.00% 
Item 2 72.34% 27.66% 
 
0.00% 
Resolution    
 
Item 1 75.78% 
 
4.69% 19.53% 
Item 2 72.66% 22.66% 4.69% 
 
Item 3 58.59% 
 
33.59% 7.81% 
Item 4 61.72% 27.34% 10.94% 
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item. The third item in this category addressed the issue of whether or not the main 
character attempted to identify with the dominant culture (which is frequently an 
issue in stories addressing cultural identity and assimilation). The majority of the 
selections, 56.25%, had characters who did not attempt to identify with the 
dominant culture. Nearly 11% of the selections did have characters who attempted 
to identify with the dominant culture, while nearly a third of the selections, 32.81%, 
were not applicable for this item. 
     Of the literary selections analyzed in Group I, more than half, 57.03% did not 
address cultural stereotypes, the fourth category on the checklist. 15.63% of the 
selections did address cultural stereotypes, while 27.34% of the selections were not 
applicable for this item. 
     The fifth category on the checklist addressed relationships among characters with 
respect to cultural groups. In the first item, only 8.59% of the selections provided 
evidence of equal relationships between Whites and non-Whites; 38.28%% of the 
selections showed unequal relationships between Whites and non-Whites, where the 
non-White characters were placed in a subordinate position to members of the 
dominant culture. However, 53.13% of the selections did not address relationships 
between Whites and non-Whites; in these selections there were one of two 
possibilities for this situation: first, the selection may not have had details relevant to 
a specific culture or second, the selection did not have any White characters or did 
not discuss members of the dominant culture11. 
     Item two of the category of relationships addressed the sacrifice of a non-White 
character for the sake of a White character. Only 7.03% of the selections had 
                                          
11 This item was coded “Yes” only if equal relationships were evident and “No” only if 
unequal relationships were clearly present. It is possible that a selection which did 
not contain White characters may indicate equal relationships; for example, a 
selection where non-White members were empowered and self-sufficient. In this 
case, the item was coded as U/NA because the decision code the item as “Yes” would 
rely too much on assumptions of the reader, rather than textual evidence.  
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characters that were sacrificed for the sake a member of the dominant culture12. In 
58.59% of the selections, none of the characters were sacrificed for the sake of a 
member of the dominant culture, while nearly a third of the selections were not 
applicable for this item.  The third item in this category addressed the issue of 
assimilation. Of the selections written by non-White authors, 21.09% had characters 
that struggled with the issue of assimilation. 78.91% of the characters in these 
selections did not struggle with assimilation13.  
     The sixth category on the checklist dealt with standards for success. Very few, 
only 0.78%, of the selections had characters that had to perform extraordinary feats 
in order to be accepted by the dominant society. Nearly two-thirds of the selections, 
65.63%, clearly did not have any characters that needed to perform extraordinary 
feats in order to be accepted14. However, more than one-third, 33.59%, of the 
selections were not applicable for this item. The second item pertaining to this 
category dealt with who determines the standards for success. In nearly one-third of 
the selections, 32.81%, the members of the dominant culture determined the 
standards for success15. Nearly another one-third of the selections, 32.03%, 
                                          
12 Most of the selections coded for this choice were about slaves, Native Americans, 
and members of another culture that either lost their lives or their culture due to 
oppression by the dominant group. 
13 A selection was coded as “No” if the character or characters did not deal with 
assimilation; for example, the selection dealt with cultural issues but the theme 
pertained to family relationships, etc., or the selection had characters that were 
empowered and rejected the concept of assimilation. Finally, if a character was not 
permitted to assimilate they were also coded as “No.” For example, many of the 
slave narratives and stories written by Native Americans were simply addressing 
survival rather than being accepted within the dominant culture, since acceptance 
and assimilation simply were not options. 
14 Although few characters had to perform extraordinary feats in order to be 
accepted by the dominant society, it does not mean they would subsequently be 
accepted by the dominant group. As with many of the selections, survival, rather 
than acceptance, was the character’s goal. 
15 The criteria for this item was determined as follows: items were coded as “Yes” if it 
was clear that the character and/or members of the culture established their own 
standards for success; items were coded as “No” if it was apparent that the 
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indicated that members of the dominant culture did not determine the standards for 
success. The remaining one-third of the selections, 35.16% were not applicable for 
this item. 
     The final categories of the checklist addressed conflict and resolution. The first 
item dealing with conflict addressed the issue of injustice. Because of the wording of 
this item, no selections were coded as U/NA (a forced yes or no response). More 
than a third of the selections, 34.38%, dealt with injustice while almost two thirds, 
65.62%, did not. The second item dealing with conflict was contingent upon the first: 
if a selection did deal with injustice, it was analyzed to determine if there was 
evidence of resistance to injustice. Of the selections dealing with injustice, 72.34% 
showed resistance to injustice, while 27.66% of those selections did not show 
resistance.  
     The final four items of the checklist pertained to the resolution of the selection16. 
The first item dealing with resolution concerned whether or not the problems of the 
selection were handled by the protagonist or other members of the culture. Three-
fourths of the selections in Group I had problems which were handled by members of 
the culture while 4.69% did not. Nearly twenty percent of the selections were not 
applicable for this time, most likely because the selection did not address specific 
problems. Item two dealing with resolution asked if the selection indicated a specific 
resolution to the conflict. Nearly three-fourths of the selections, 72.66%, had a 
stated resolution, while 22.66% did not and 4.69% were not applicable for this item. 
The third item which pertained to the resolution of the selection addressed whether 
or not the selection ended positively for the main character. More than half of the 
                                                                                                                             
standards for success were defined by the dominant culture; items were coded as 
“U/NA” if they did not deal with standards of success. 
16 Because many of these selections were poetry or nonfiction excerpts, some did not 
state or imply a resolution. For example, many nonfiction excerpts were too short to 
indicate a resolution and the poems were often about concepts rather than problems 
demanding a solution, or they contained ambiguity. 
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selections, 58.59%, had a positive ending while a third did not have a positive 
ending for the main character with 33.59%. Nearly eight percent of the selections 
were not applicable for this item. Finally, the fourth item in the checklist pertained to 
the selection offering hope for the future. Of the 128 selections analyzed in Group I, 
more than half, 61.72%, offered hope for the future. More than one-fourth of the 
selections, 27.34% did not have a hopeful resolution, while approximately ten 
percent were not applicable for this item.  
Summary of Group I 
     The checklists for multicultural content were designed with the assumption that 
the selections included in the anthologies would be reasonably complete; in many of 
the selections, this was not the case, especially with respect to nonfiction excerpts. 
This checklist would be most successful when applied to short stories; however, as 
stated in Chapter 4, non-White authors are under-represented in this genre. While 
the majority of the nonfiction selections included cultural details, they were often 
excerpts which did not have a resolution. In addition, due to the nature of the genre, 
poems may not contain cultural details, may not have a specific character or 
protagonist, or may be purposefully ambiguous. Considering these limitations, the 
checklist did provide details for describing the content of selections written by non-
White authors. 
     The majority of the selections, about two-thirds, contained details relevant to a 
culture other than the dominant culture; however, only approximately a fifth of the 
selections contained language and dialogue other than Standard English. With 
respect to point of view, if a selection dealt with a culture other than the dominant 
culture, the author and the main character usually provided an insider’s perspective 
(the percentages for these items were very consistent). In addition, if a selection 
indicated the presence of the dominant culture, most of the characters did not 
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identify with or attempt to align themselves with the dominant culture. With respect 
to cultural stereotypes, approximately fifteen percent discussed cultural stereotypes, 
while the majority did not or did not contain details relevant to this category. 
     When considering relationships between Whites and non-Whites, less than ten 
percent of the selections showed equal relationships and the majority of the 
selections, nearly forty percent, showed unequal relationships, where the non-White 
characters were placed in a subordinate position to the White characters or dominant 
culture. More than half of the selections were not applicable because they did not 
have cultural details or did not include members of the dominant culture. In these 
selections, less than ten percent of the characters were sacrificed because of a 
member of the dominant culture. With respect to assimilation, more than twenty 
percent of the selections had characters who struggled with the issue of assimilation. 
Of the 75% of the selections that did not address assimilation, it is important to note 
that in the history of the United States not every cultural group has been permitted 
to assimilate.  
     With respect to the category of conflict, more than one-third of the selections 
written by non-White authors dealt with injustice, and among those selections, 
nearly three quarters showed resistance to injustice while the remaining one-fourth 
did not. With respect to the resolution of the selections, nearly three-fourths of the 
selections had problems which were handled by the protagonist or other members of 
the culture. In addition, nearly three-fourths of the selections had stated resolutions. 
More than half the selections ended positively, although nearly a third did not end 
positively; similarly, more than half of the selections offered hope for the future 
while nearly a third were not hopeful. The results of this checklist will be used for 
comparison to the literary selections in Group II.  
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Group II 
     Table 26 indicates the results of the checklists for multicultural content of the 
literary selections written by non-White authors appearing in the United States and 
American literature anthologies adopted in Florida in 2003. The first category of the 
checklist was cultural details. Of the 219 literary selections analyzed and coded, the 
majority of them, more than two-thirds, contained details relevant to a culture other 
than the dominant culture, while one-third did not contain cultural details. The 
second item on the checklist pertained to use of language and dialogue: 28.31% of 
the literary selections had language and dialogue other than Standard English, while 
71.69% of the selections did not contain language other than Standard English. 
     The third category of the checklist addressed issues relevant to point of view, and 
the results for items one and two are quite similar. Nearly 70% of the selections 
coded provided an insider’s perspective of the culture by both the author of the 
selection and the main character. Of the remaining thirty percent in both items, less 
than 3% did not provide an insider’s perspective, and the remaining selections were 
not applicable for these items because they did not contain details relevant to a 
specific culture. The third item pertaining to point of view dealt with whether or not 
the main character identified with or attempted to align himself or herself with the 
dominant culture. In only 5.94% of the selections did the character identify with the 
dominant culture, whereas nearly 60% of the selections had characters that clearly 
did not identify with the dominant culture. In 35.16% of the selections, this item was 
not applicable.  
     The fourth category of the checklist dealt with cultural stereotypes. More than 
half of the selections did not address issues related to cultural stereotypes; in 
14.16% of the selections issues related to cultural stereotypes were described, and 
32.42% of the selections were not applicable to this item.  
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Table 26 
 
Results of the Multicultural Content Checklists for Group II 
 
 Yes No U/NA 
 
Cultural Details    
 65.75% 
 
34.25% 0.00% 
Use of Language and 
Dialogue 
 
   
 28.31% 71.69% 0.00% 
 
Point of View 
 
   
Item 1 69.41% 2.74% 
 
27.85% 
Item 2 68.95% 2.74% 
 
28.31% 
Item 3 5.94% 
 
58.90% 35.16% 
Cultural Stereotypes  
 
  
 14.16% 
 
53.42% 32.42% 
Relationships  
 
  
Item 1 3.20% 
 
43.84% 52.97% 
Item 2 6.85% 
 
55.71% 37.44% 
Item 3 35.62% 
 
64.38% 0.00% 
Standards for Success  
 
  
Item 1 0.46% 
 
63.93% 35.62% 
Item 2 35.62% 
 
26.48% 37.90% 
Conflict  
 
  
Item 1 35.62% 
 
64.38% 0.00% 
Item 2 71.26% 
 
28.74% 0.00% 
Resolution  
 
  
Item 1 77.63% 
 
15.53% 6.85% 
Item 2 78.08% 
 
19.63% 2.28% 
Item 3 61.19% 
 
30.14% 8.68% 
Item 4 65.30% 
 
23.74% 10.96% 
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     The fifth category on the checklist for multicultural content contained items 
concerning relationships between Whites and non-Whites. In the literary selections 
appearing in Group II, only 3.20% of the selections showed equal relationships 
between White and non-White characters. More than 40% of the selections showed 
unequal relationships between non-White characters and members of the dominant 
culture; in these selections, non-White characters were subordinate to members of 
the dominant culture. However, more than half of the selections appearing in Group 
II were not applicable for this item. Either these selections did not have cultural 
details or they there were no references to the dominant culture. In addition, few of 
the selections, 6.85%, had characters that were sacrificed because of, or for the 
sake of, a White person. More than half of the selections, 55.71%, clearly did not 
have any characters that were sacrificed for the sake of a White person, while 
37.44% of the selections were not applicable for this item. The final item of the 
category of relationships concerned issues related to assimilation. More than a third 
of the selections, 35.62%, had characters who struggled with the issue of 
assimilation. The remaining two-thirds of the selections did not discuss assimilation 
or, as noted previously, assimilation was not permitted in the context of the 
selection. 
     The sixth category on the checklist dealt with standards for success. Very few, 
only 0.46%, of the items had characters that had to perform extraordinary feats in 
order to be accepted by the dominant society. Nearly two-thirds of the selections 
clearly did not have any characters that needed to perform extraordinary feats in 
order to be accepted. However, more than one-third, 37.90%, of the selections were 
not applicable for this item. The second item pertaining to this category dealt with 
who determines the standards for success. In more than one-third of the selections, 
35.62%, the members of the dominant culture determined the standards for 
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success. More than a quarter of the selections, 26.48%, indicated that members of 
the dominant culture did not determine the standards for success. More than a third 
of the selections, 37.90% were not applicable for this item.  
     The next two categories on the checklist were conflict and resolution. The first 
item related to conflict pertained to issues of injustice. More than one-third of the 
literary selections, 35.62%, dealt with injustice, while the remaining 64.38% did not 
deal with injustice (this item was a forced yes or no item since it did not depend 
upon the presence or absence of cultural issues). Of the 35.62% of the selections 
which did deal with injustice, more than two-thirds, 71.26%, showed resistance to 
injustice. The remaining 28.74% of the selections contained characters that either 
chose not to, or were unable to resist.  
     The final four items on the checklist were concerned with resolutions to the issues 
addressed in the selections. In more than three-fourths of the selections, the 
problems were handled by the protagonist or other members of the culture. In 
15.53% of the selections, the problems were not handled by the protagonist or other 
members of the culture, and the remaining 6.85% of the selections were not 
applicable for this item. Almost 80% of the items had a clear resolution to the 
problems addressed in the selection while nearly 20% did not have an indicated 
resolution. The third item related to resolution dealt with whether or not the 
selection ended positively for the main character. In more than 60% of the 
selections, the selections ended positively for the main character, while in 30% of 
the selections there clearly was not a positive ending. More than 8% of the selections 
were not applicable for this item. Finally, the selections were analyzed to determine 
if they offered hope for the future. More than 65% of the selections did offer hope, 
while nearly one-quarter of the selections did not offer a hopeful resolution. The  
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remaining 10.96% were not applicable for this item, most likely due to an ambiguous 
ending.  
Summary of Group II 
     As stated in the summary for Group I, the nature of some of the selections, 
specifically the poems, which are short and often deal with abstract concepts not 
always relevant to a particular group, lead to the coding of many of the items as 
U/NA. However, of those selections that were applicable to the checklist a brief 
summary for Group II is as follows: The majority of the selections contained details 
relevant to a culture other than the dominant culture. However, less than a third of 
the selections contained language and dialogue beyond Standard English. Of those 
items that were relevant to a specific non-White culture, the authors and characters 
provided an insider’s perspective. In addition, few of the characters, less than six 
percent, attempted to identify with the dominant culture. In selections written by 
non-White authors nearly 15% addressed cultural stereotypes; however, the 
majority did not. 
     When considering the selections appearing in Group II that had evidence of 
relationships between Whites and non-Whites, very few of the selections, less than 
4%, showed equal relationships. In the majority of the selections, the characters 
were subordinate to members of the dominant culture. Although they had unequal 
relationships, very few characters were sacrificed for the sake of a White person, less 
than 7%. With respect to assimilation, more than thirty-five percent of the selections 
had characters who dealt with issues pertaining to assimilation, while the remaining 
selections did not address the issue or had characters who were not concerned with 
the issue.  
     When considering standards for success, the majority of the selections in Group 
II did not have characters that had to perform extraordinary feats in order to be 
  139
accepted; however, members of the dominant culture did determine the standards 
for success frequently, in about a third of the selections. On the other hand, the 
percentage of selections where characters or members of a group determined their 
own standards for success was only ten percent less, with 26.48%.  
     With respect to conflict, the two thirds of the selections did not deal with 
injustice. Of the one-third of the selections dealing with injustice, the majority 
showed resistance. With respect to resolution, the majority of the characters handled 
their own problems, and did not look to the dominant culture to solve them. The 
majority of the items indicated a resolution (80%) and the majority of the selections 
ended positively for the main character. Finally, the majority of the selections offered 
hope for the future, although nearly one quarter of the selections did not offer 
hopeful resolutions. 
Groups I and II Compared 
     Table 27 indicates the results for the checklists for multicultural content for both 
Group I and Group II. In spite of the addition of the 91 additional selections written 
by non-White authors in Group II, the anthologies adopted in 2003, the results for 
each category are quite similar. These results indicate that there has been little 
change in the selections written by non-White authors with respect to multicultural 
content from the two adoption years, which span more than a decade. However, 
certain items have shown some change and they will be discussed in this section.  
     The percentages of selections which contain cultural details are quite similar; 
Group II shows less than a two percent decrease in the percentage of selections 
written by non-White authors containing cultural details. However, one category that 
does show a change is the category of use of language and dialogue. There 
percentage of selections containing language beyond Standard English rose by nearly  
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Table 27 
 
Results of the Multicultural Content Checklist for Groups I and II 
 
Theme Yes No U/NA 
 
Cultural Details 
 
1991 2003 1991 2003 1991 2003 
 
 
67.19% 65.75% 32.81% 34.25% 0.00% 0.00% 
Use of Language and 
Dialogue 
 
 
1991 
 
2003 
 
1991 
 
2003 
 
1991 
 
2003 
 21.88% 29.31% 
 
78.13% 71.69% 0.00% 0.00% 
Point of View 
 
1991 2003 1991 2003 1991 2003 
Item 1 68.75% 69.41% 2.34% 
 
2.74% 28.91% 27.85% 
Item 2 67.19% 68.95% 
 
2.34% 2.74% 30.47% 28.31% 
Item 3 10.94% 5.94% 
 
56.25% 58.90% 32.81% 35.16% 
Cultural Stereotypes 1991 
 
2003 1991 2003 1991 2003 
 
 
15.63% 14.16% 57.03% 53.42% 27.34% 32.42% 
Relationships 
 
1991 
 
2003 1991 2003 1991 2003 
Item 1 8.59% 
 
3.20% 38.28% 43.84% 53.13% 52.97% 
Item 2 7.03% 
 
6.85% 58.59% 55.71% 34.38% 37.44% 
Item 3 21.09% 35.62% 
 
78.91% 64.38% 0.00% 0.00% 
Standards for Success 1991 
 
2003 1991 2003 1991 2003 
Item 1 0.78% 0.46% 
 
65.63% 63.93% 33.59% 35.62% 
Item 2 32.81% 35.62% 
 
32.03% 26.48% 35.16% 37.90% 
Conflict 1991 
 
2003 1991 2003 1991 2003 
Item 1 34.38% 35.62% 
 
65.62% 64.38% 0.00% 0.00% 
Item 2 72.34% 71.26% 27.66% 28.74% 
 
0.00% 0.00% 
Resolution 1991 2003 1991 2003 1991 
 
2003 
Item 1 75.78% 77.63% 
 
4.69% 15.53% 19.53% 6.85% 
Item 2 72.66% 78.08% 22.66% 19.63% 4.69% 2.28% 
 
Item 3 58.59% 61.19% 
 
33.59% 30.14% 7.81% 8.68% 
Item 4 61.72% 65.30% 27.34% 23.74% 10.94% 10.96% 
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8%. In the category related to point of view, the results for items one and two, show 
little change with respect to insider’s perspective by authors and characters; these 
results match the percentages of selections containing cultural details. Therefore, 
when selections are included with cultural details, across both adoption years, those 
selections offer an insider’s perspective into the culture. However, the third item 
related to point of view, discussing the character’s identification with the dominant 
culture did change slightly. From 1991 to 2003, the percentage of selections which 
contained characters who identified with or attempted to align themselves with the 
dominant culture decreased by 5%. However, the percentage of characters that 
clearly did not identify with the dominant culture only rose from 1991 to 2003 by 
less than 3%; the remaining 2% were categorized as U/NA. 
     The percentages of selections which dealt with cultural stereotypes remained very 
consistent from 1991 to 2003, decreasing only slightly by a little more than one 
percent from 15.63% to 14.16%. The first item in the category of relationships 
showed some change from 1991 to 2003. There was a decrease in the percentage of 
selections showing equal relationships between White and non-White characters by 
more than 5%; consequently, there was also an increase in the percentage of 
selections showing unequal relationships by more than 5%. For item two of the 
category of relationships which dealt with characters who were sacrificed for the sake 
of a White character, there was very little change (the major change indicating a 
shift from the response of No to U/NA which has little interpretive value). However, 
the third item in the category of relationships did show a change with respect to 
characters struggling with assimilation, which increased from 1991 to 2003 by 
14.53%.  
     With respect to the category of standards for success, there was very little 
change in item one; few characters in either 1991 or 2003 had to perform 
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extraordinary feats in order to be accepted by society. However, item two did show a 
slight change with respect to who determines the standards for success. From 1991 
to 2003 there was a slight increase, 2.81%, in selections where the dominant culture 
determined the standards for success and a 5.55% decrease in selections where the 
dominant culture clearly did not determine the standards for success.  
     The items dealing with the category of conflict showed little change from 1991 to 
2003. About one-third of the items dealt with injustice and about 70% of the items 
had evidence of resistance to injustice in both adoption years. With respect to the 
category of resolution, some of the items did show change. From 1991 to 2003, 
there was a slight increase, less than two percent, in the percentage of selections in 
which the problems were handled by the protagonist or other members of the 
culture. However, there was a large increase in the number of selections where the 
problems in the selection clearly were not handled by the protagonist or members of 
the culture, more than 10%. The percentage of selections with a clearly stated 
resolution rose by about 5% from 1991 to 2003. There was a slight change in the 
percentage of selections which ended positively for the main character: an increase 
from 1991 to 2003 by a little more than 2% and a similar decrease in the percentage 
of selections that did not end positively. Finally, there was also a slight increase in 
the percentage of selections which offered hope for the future by 3.58% from 1991 
to 2003 and a similar decrease in selections which did not offer a hopeful resolution. 
     Of the 17 items on the checklist of multicultural content, only six items showed a 
change of more than 5% and are summarized as follows: In the literary selections 
currently eligible for use in the state of Florida as opposed to those eligible for use in 
the early 1990s, more selections contained language and dialogue beyond Standard 
English; fewer selections contained characters that identified with or attempted to 
align themselves clearly with the dominant culture; there were fewer selections that 
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showed equal relationships between White and non-White characters; a much 
greater percentage of selections (14.53%) had characters who struggled with 
assimilation; fewer selections had characters whose standards for success were 
clearly not defined by the dominant culture; and more selections had problems which 
were not handled by the protagonist or members other than the dominant culture.  
     11 of the 17 items showed little change from 1991 to 2003. The similarities in the 
selections appearing in 1991 and 2003 are as follows: most of the selections contain 
cultural details; most of the selections do not contain language beyond Standard 
English; most show evidence of an insider’s perspective by the author and the main 
characters; most of the characters do not align themselves with the dominant 
culture; most of the selections do not discuss cultural stereotypes; most of the 
selections show unequal relationships between Whites and non-Whites; few of the 
selections have characters who sacrifice themselves for the sake of a White person; 
few characters have to perform extraordinary feats in order to be accepted; most 
selections did not deal with injustice and of those that did, the majority showed 
resistance to injustice; most selections ended positively for the main character; and, 
most selections offered hope for the future. 
Reliability 
     Because the researcher was the only one administering the coding forms, intra-
rater reliability was measured. The researcher coded the same document twice, once 
in the beginning of data collection and once halfway through data collection and 
compared the results. The researcher used percent agreement, which is, according 
to Neuendorf (2002) appropriate for categorical data. This is a simple percentage, 
representing number of agreements divided by total number of measures. The 
statistic ranges from .00 (no agreement) to 1.00 (perfect agreement). The 
researcher coded a short story, Alice Walker’s Everyday Use, because it appeared in 
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both the 1991 and 2003 adoption years. Of the twenty-six items appearing on the 
content checklists for character demographics and multicultural content the 
researcher had 23 of 25 items agree. The percentage of agreement equals 92%. In 
addition, all selections appearing in both adoption years were re-evaluated and 
recoded in order to establish consistency between adoption years when discrepancies 
appeared. 
Most Frequently Anthologized Works: A Themes Analysis 
     The purpose of this phase of the analysis was to determine if there had been a 
change in the themes of the most frequently anthologized works written by non-
White authors in the United States and American literature anthologies adopted in 
Florida in 1991 and 2003. Because of the lack of minority authors and works in 
certain genres, many works by non-White authors did not appear in more than one 
anthology. Therefore, if a most frequently anthologized work was not present for a 
particular race and/or ethnicity in a particular genre, then a work by the most 
frequently anthologized author in that race and/or ethnicity was chosen. In the case 
where there was neither a most frequently anthologized work nor author for a 
particular race and/or ethnicity, no work was selected for the analysis17. Each of the 
eligible selections were analyzed and emergent themes were recorded and categories 
emerged. Definitions for each category were created using the words and phrases 
from the texts (the themes). Finally, each selection was coded according to how 
many works contained each theme category and percentages were calculated. 
 
                                          
17 For example, of the textbooks adopted in 1991, there were very few appearances 
of short story selections written by non-White authors; specifically, there were no 
short stories written by Asian American authors or Native American authors, so no 
selection was included. For Asian American poetry, no poem appeared more than 
once; however Diana Chang is the most frequently anthologized Asian American 
poet, so both of her poems were analyzed.  
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Table 28 
 
Most Frequently Anthologized Literary Selections in Group I With Frequency of Appearances 
 
Poems 
 
Race Author 
 
Freq. Title of Selection Freq. 
AF Countee Cullen 
 
8 “Any Human to Another” 4 
AF Langston Hughes 
 
9 “The Negro Speaks of Rivers” 3 
AS Diana Chang 
 
2 “Most Satisfied by Snow” 1 
  
 
 “Saying Yes” 1 
AS Lawson Fusao Inada 
 
2 “My Father and Myself Facing the Sun” 1 
  
 
2 “Plucking Out a Rhythm” 1 
HI Jose Garcia Villa 
 
2 “Be Beautiful, Noble, Like the Antique Ant” 2 
NA Leslie Marmon Silko 
 
3 “Story From Bear Country” 2 
Nonfiction 
 
AF Frederick Douglass 
 
6 “Spirituals and Code Songs” 2 
AS Maxine Hong Kingston 
 
2 “The Girl Who Wouldn’t Talk” 1 
HI Richard Rodriguez 
 
3 From Hunger of Memory 2 
NA Chief Joseph 
 
5 “I Will Fight No More Forever” 4 
Short Fiction 
 
AF Gwendolyn Brooks 6 “Home” 
 
1 
HI Mario Suarez 
 
1 “Maestria” 1 
Other Fiction 
 
AA Unknown 
 
9 “Go Down, Moses” 3 
  
 
 “Swing Low, Sweet Chariot” 3 
HI Unknown 1 El Corrido de Gregorio Cortez 1 
 
NA Navajo 2 from The Navajo Origin Legend 1 
 
 
Note: The first frequency column indicates the total number of appearances for each author listed; the 
second frequency column indicates the number of appearances of each selection. 
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Group I 
     Table 28 lists the nineteen most frequently anthologized literary selections, their 
authors, the frequency of appearances of the author in Group I and the frequency of 
appearances of each selection. Of the nineteen selections analyzed in the literature 
anthologies adopted in 1991, ten themes emerged. The themes and the percentage 
of works in which they occur appear in Table 29.  
Table 29 
 
Themes from the Most Frequently Anthologized Selections in Group I 
 
Theme 
 
Percentage of Selections 
Cultural Identity 73.68% 
 
Family/Generations 42.11% 
 
Sorrow 
 
36.84% 
Freedom 
 
31.58% 
Strength 31.58% 
 
Voice 31.58% 
 
Spirituality 21.05% 
 
Reverence of Nature 21.05% 
 
Education 10.53% 
 
Togetherness 
 
10.53% 
 
n=19 
     Cultural Identities: Of the nineteen works analyzed in Group II, fourteen, or 
73.68%, contained themes related to specific racial and ethnic cultural identities. For 
example, the Navajo Origin Legend, Chief Joseph’s speech, and the Silko poem each 
contain details specific to Native American culture. In addition, Hong Kingston’s 
excerpt, Inada’s poems, and Chang’s poem, contain details specific to Asian 
American culture. Suarez’s short story, Rodriguez’s excerpt, and El Corrido de 
Gregorio Cortez (a song) contain details specific to Hispanic and Hispanic American 
culture. Finally, the excerpts by Douglass and the poem by Hughes contain details 
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specific to African American culture. In addition, five of the fourteen selections in this 
category also contained details specific to American culture and assimilation. For 
example, in the poem Saying Yes by Diana Chang, the speaker identifies with being 
both Chinese and American; in Hong Kingston’s work, the main character wants to 
identify only with those things she determines are American and not Chinese.  
     Family/Generations: Eight of the nineteen most frequently anthologized 
selections, or 42.11%, contained themes related to families and generations. Many 
of the selections addressed differences from older and newer generations and 
discussed relationships between family members. For example, Fusao Inada’s poem 
My Father and Myself Facing the Sun describes a special moment between father and 
son. In Hunger of Memory and The Girl Who Wouldn’t Talk the main characters 
struggle with assimilation as children of immigrants, creating a division between 
them and their parents. Brook’s short story Home is a story about a family struggling 
to keep their home. In addition to these selections, four selections contain themes 
related to older and newer generations and their loss and survival. For example, 
Chief Joseph’s surrender speech discusses his concerns for his family, the losses his 
people have encountered, and his concerns for future generations of Native 
Americans. Langston Hughes celebrates the survival of generations of African 
Americans in The Negro Speaks of Rivers. Suarez’s short story Maestria mourns the 
loss of a generation of men, the maestria, as the new generations concern 
themselves less with tradition. Finally, Garcia Villa’s poem Be Beautiful, Noble, Like 
the Antique Ant describes the ant’s lengthy history of survival and noble beauty and 
encourages the reader to adopt its long lasting dignity. 
          Sorrow: Seven of the nineteen selections, or 31.58%, had themes related to 
sorrow and grief. Many of the selections dealt with sorrows of a group of people as 
well as individuals, as in Chief Joseph’s speech and Douglass’s excerpts about 
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slavery. Rodriguez and Hong Kingston’s nonfiction excerpts deal with the sorrow of 
individuals as they struggle with assimilation. Brook’s short story deals with the 
sorrow of a family as they face losing their home. Finally, Countee Cullen’s poem Any 
Human to Another discusses the sorrow all of humanity shares.  
     Freedom: Six of the nineteen selections, or 31.58%, contain details related to the 
theme of freedom. The African American spirituals and the excerpts by Douglass 
describe a desire to be free. Specifically, one of the excerpts written by Douglass 
describes his process of learning to read, his burning desire to be liberated, and his 
hatred of slavery that ensued. Chief Joseph’s surrender speech addresses a loss of 
freedom that came with his surrender. Finally, the ballad of Gregorio Cortez 
discusses the chase and capture of a folk hero.  
     Strength: Six of the nineteen selections, or 31.58% contained themes related to 
a character’s strength. For example, in Hong Kingston’s selection the main character, 
a young, Chinese girl despises those parts of herself that appear Chinese, and 
therefore, she believes, weak. She longs for tough, brown skin, and strong, yellow 
teeth. Suarez’s short story Maestria centers around the life of a strong, seemingly 
unbeatable rooster who is a cockfighting champion. The loss of the rooster through 
death, parallels the loss of the old ways, the ways of the maestria. The poems by 
Hughes, Fusao Inada, and Garcia Villa, and the excerpt by Douglass about learning 
to read, deal with people’s inner strength and determination.  
     Voice: Six of the nineteen selections, or 31.58%, had themes related to the 
concept of voice. For example, Douglass’s excerpt Spirituals and Code Songs 
describe the deep sorrow underlying the songs sung by slaves. In Chang’s poem 
Saying Yes, the speaker answers questions to describe her dilemma identifying her 
cultural background. The ballad of Gregorio Cortez is a song that chronicles and 
celebrates the adventures of a Mexican hero. Inada’s poem Plucking Out a Rhythm 
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describes an Asian American playing American music, jazz. In Silko’s poem Story 
From Bear Country nature calls to travelers, and its beauty is like a siren luring them 
from their homes and families. Finally, Hong Kinston’s excerpt is a powerful example 
of voice as a metaphor for identity. In The Girl Who Wouldn’t Talk the main character 
physically attacks another Chinese girl because she refuses to speak. The main 
character loathes the traits in the other little girl that she views as too Chinese, 
especially not speaking in school and being shy. 
     Spirituality and Reverence for Nature: Four selections, or 21.05%, had themes 
related to spirituality, for example, the African American spirituals and Douglass’s 
excerpt describing them. In addition, four selections, or 21.05%, described a 
reverence for nature, for example, Garcia Villa’s poem celebrating the life of the ant.  
    Additional Themes: Two additional themes emerged in Group I, although they 
each occur only in two selections. One theme is education: Rodriguez and Douglass 
both describe how education and the desire for knowledge helped them come of age. 
The other theme is togetherness: Cullen’s poem Any Human to Another emphasizes 
the similarities among humans as opposed to their differences. Chang’s poem Saying 
Yes discusses the speakers assimilation and identification of two cultures, being 
Chinese and being American. 
     In summary, the most predominant themes in Group I were cultural identity, 
issues with family and/or generations, and sorrow. In addition, the themes of 
freedom, strength, and voice appeared in more than 30% of the selections. The 
themes of spirituality and reverence of nature appeared in more than 20% of the 
selections.  
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Table 30 
 
Most Frequently Anthologized Literary Selections in Group II with Frequency of Appearances 
 
Race Author 
 
Freq. Title of Selection Freq. 
Poetry 
AF Langston Hughes 
 
19 “I, Too” 5 
AS Garrett Hongo 
 
5 “What For” 2 
HI Judith Ortiz Cofer 4 “The Latin Deli: An Ars Poetica 
 
2 
NA Simon Ortiz 
 
4 “Hunger in New York City” 2 
   “Speaking” 
 
2 
Nonfiction 
AF Frederick Douglass 
 
8 “Learning to Read” 3 
   “The Battle with Mr. Covey” 3 
 
AF Olaudah Equiano 
 
4 from The Interesting Narrative of the Life of 
Olaudah Equiano 
 
4 
AF Richard Wright 
 
5 from Black Boy 4 
AS Maxine Hong Kingston 4 from The Woman Warrior 3 
 
HI Sandra Cisneros 4 “Straw Into Gold” 3 
 
NA Chief Joseph 6 “I Will Fight No More Forever” 6 
 
NA N. Scott Momaday 5 from The Way to Rainy Mountain 4 
 
Short Fiction 
AF Alice Walker 
 
6 “Everyday Use” 2 
AF James Baldwin  5 “The Rockpile” 
 
2 
AS Amy Tan  4 “Two Kinds” from The Joy Luck Club 
 
1 
   “Rules of the Game” from The Joy Luck Club 
 
1 
HI Julia Alvarez 5 “Daughter of Invention”  
 
2 
NA Leslie Marmon Silko 2 “The Man to Send Rain Clouds” 1 
 
Other Fiction 
AA Unknown 
 
9 “Go Down, Moses” 3 
  
 
 “Swing Low, Sweet Chariot” 3 
   “Follow the Drinking Gourd” 
 
3 
HI Americo Paredes 2 “The Legend of Gregorio Cortez” 
 
1 
NA Huron 2 “The Sky Tree” 2 
 
NA Tewa 2 “Song of the Sky Loom” 
 
2 
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Group II 
     Table 30 lists the twenty-five most frequently anthologized selections in Group II, 
their authors, the number of appearances of each author, and the number of 
appearances of each selection. Table 31 lists the themes and the percentage of 
selections containing those themes. Of the twenty-five selections analyzed in the 
literature anthologies adopted in 2003, thirteen themes emerged. The categories for 
the themes, their descriptors, and the percentage of works that contain each theme 
are described in the following section.  
Table 31 
 
Themes from the Most Frequently Anthologized Selections in Group II 
 
Theme 
 
Percentage of Selections 
Cultural Identity 76.00% 
 
Family/Generations 48.00% 
 
Spiritual/Supernatural 
 
40.00% 
Voice 
 
32.00% 
Strength 28.00% 
 
Freedom 24.00% 
 
Hunger 20.00% 
 
Sorrow 20.00% 
 
Death 20.00% 
 
Knowledge 
 
16.00% 
Poverty 
 
12.00% 
Hatred/Anger 
 
12.00% 
 
     Cultural identity: The most frequently occurring theme appearing in the twenty-
five literary selections eligible for the themes analysis related to cultural identity. Of 
the twenty-five selections analyzed, 76%, or 19 of the selections, had themes 
related to cultural identity. Many of the descriptors for this category dealt with 
details of a specific non-White culture: the works written my Amy Tan and Maxine 
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Hong Kingston described Chinese girls and their families living in the United States; 
Garrett Hongo’s poem described a speaker whose heritage was Japanese and 
Hawaiian; Cofer’s poem, Alvarez’s novel excerpt, Cisneros’s essay, and Paredes's 
legend each had details specific to the Hispanic or Hispanic American cultures; Ortiz’s 
poems, Chief Joseph’s speech, Momaday’s nonfiction excerpt, Silko’s short story, and 
the Huron and Tewa legends, each contained details specific to Native American 
culture; and finally, Hughes’s poetry, the excerpts by Douglass, Equiano, and Wright, 
and Walker’s short story each contained specific details describing African American 
culture. Some examples of cultural details include language, games, religion, food, 
people, and places specific to a racial and/or ethnic group.       
     Two subcategories emerged in the category of cultural identity that are worth 
noting. The first subcategory was American identity: six of the nineteen works also 
mentioned Americans and American characteristics. For example, in Tan’s works the 
main characters deal with assimilation and identify certain behaviors as specifically 
American and others as specifically Chinese. The second subcategory is cultural 
stereotypes: seven of the nineteen selections dealing with cultural identity also 
discuss cultural stereotypes, many of them stereotypes describing Whites. For 
example, in Equiano’s slave narrative the men on the ship are referred to as “white 
men with horrible looks, red faces, and long hair” while in Wright’s excerpt he 
discusses his fear of “white” (his emphasis) police officers. In the selections by Tan 
and Hong Kingston whites are referred to as “ghosts.” Other literary selections 
discuss cultural stereotypes dealing with other ethic or racial groups; for example, in 
Paredes's legend El Corrido de Gregorio Cortez: “‘I never go back on my word,” the 
American said. “What do you think I am, a Mexican?”’  
     Family/Generations. The second category concerned relationships between family 
members and different generations. Twelve of the twenty-six selections, or 48%, 
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contained themes in this category. The selections by Tan, Hong Kingston, and 
Alvarez dealt specifically with relationships between mothers and daughters as the 
daughters struggle with growing up as children of immigrants. Baldwin’s short story 
and Wright’s excerpts describe young, black males and their relationships with their 
parents. Ortiz’s poem Speaking describes a father and son and their reverence for 
nature. Walker’s short story describes how family members have different views of 
success. Many of the literary selections also dealt with differences in generations and 
even mourned a loss of culture as the old ways are replaced by the new. Momaday’s 
excerpt describes the death of his grandmother and also the disintegration of the 
ways of the Kiowa people. Similarly, the narrator of Paredes’s legend frequently 
comments that the modern ways are inferior to the traditional ways of Mexicans. In 
Tan, Alvarez, and Hong Kingston’s selections, some characters are angry with the 
loss of culture that comes from assimilation while other characters are happy to 
embrace the changes. 
     Spiritual/supernatural: Ten of the twenty-five selections, 40%, dealt with aspects 
of the spiritual or supernatural. Some of the themes in this category specifically 
described the Christian religion, for example, the African American spirituals and 
Cofer’s poem The Latin Deli: An Ars Poetica each contain specific references to 
Christianity. In addition, several of the selections also make references to more than 
one religious or spiritual subject. For example, Momaday’s excerpt describes his 
grandmother’s Native American spiritual faith and her Christian faith. Similarly, the 
speaker of Hongo’s poems describes a priest’s liturgy and Buddhist mantras. In 
addition, Silko’s short story The Man to Send Rain Clouds describes the death of a 
Native American and his tradition burial; however, the members of the community 
also enlist the help of a local priest believing the sprinkling of the holy water will help 
bring rain. Finally, both Equiano and Douglass’s slave narratives make references to 
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the supernatural, which are not specifically religious in nature. 
     Voice: Eight of the twenty-five selections analyzed, or 32%, contained themes 
which dealt with voice. Some of the selections reference singing in celebration of the 
self or an event, such as Hughes’s poem I, Too, Sing America where the speaker 
asserts his right to be an American. In Ortiz’s poem Speaking, the speaker presents 
his son to the spirit of the natural world in a metaphorical exchange of introductions. 
In other selections the characters voices are discussed as ways to describe a 
character or group of people. For example, in both of Tan’s selections the daughters 
are embarrassed by the mother’s loud bragging of their accomplishments; and this 
embarrassment illustrates the tensions in their relationships. In Baldwin’s short 
story, the mother attempts to thwart a potentially dangerous confrontation between 
the father and son by talking. In Momaday’s excerpt, the Kiowa women are 
described as loud and gossiping when they are together, and Momaday attributes 
this to their lack of power in the Kiowa culture. Perhaps the selection with the most 
interesting use of voice is Paredes’s El Corrido de Gregorio Cortez, a legend about a 
Mexican hero who kills a man and is stalked by Texas Rangers but is very difficult to 
catch: the story is usually told through song, the narrator often interrupts to discuss 
how the song should be sung, Gregorio Cortez becomes a legend through word of 
mouth, and he frequently asserts his identity by loudly saying “I am Gregorio Cortez” 
in spite of the threat of capture.  
     Strength: Seven of the twenty-five selections, 28%, contained themes related to 
the concept of strength. Some of the selections discussed a character’s physical 
strength while others discussed their emotional strength and determination. In 
Hughes’s poem, the speaker states that he grows strong, a metaphor for a growing 
African American consciousness and resistance. In Wright’s excerpt the main 
character grows weak due to hunger but also is forced to be strong and fight in order 
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to survive in the streets of New York City. In both of Douglass’s excerpts he 
describes his strength as he becomes determined to learn to read and to find a way 
to be free; in addition, he wins a physical fight with his master giving him a sense of 
manhood and renewing his desire to be free. Walker’s short is about a physically 
strong female character that also shows emotional strength as she stands up to her 
spoiled daughter. In one of Tan’s excerpts the daughter gains strength from her 
resistance to her mother’s attempts at forcing her to be someone she isn’t. Finally, 
Paredes’s telling of the legend of Gregorio Cortez makes several references to his 
strengths of courage and cunning.  
     Nature: Seven of the twenty-five literary selections, or 24%, had themes related 
to a reverence of nature. Of these seven selections, six were written by Native 
American authors. These selections place nature at the center of the selection. For 
example, the speaker in Ortiz’s poem Hunger in New York City longs for the 
characteristics of nature and asks mother earth to bless and renew him. As 
mentioned previously, Ortiz’s other poem, Speaking, portrays nature as a character 
and the father and son speak to it. In the Tewa song, Song of the Skyloom, nature is 
responsible for weaving, thus creating, many of the beautiful things on earth. In 
Momaday’s excerpt from The Way to Rainy Mountain nature is a central figure that 
helps him describe the journey of his people and the memory of his grandmother. In 
the African American spiritual Follow the Drinking Gourd, the details of the natural 
world help guide slaves to freedom. 
     Freedom: Six of the twenty-five selections, 24%, contain themes related to the 
concepts of freedom and the desire to obtain it. For example, both of Douglass’s 
slave narratives are stories describing his desire to break the bonds of slavery. Each 
of the African American spirituals make specific references to the desire to be free. 
In addition, Paredes’s legend chronicles the chase, capture, and bondage of Gregorio 
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Cortez who is freed only to be poisoned by his enemies. 
     Additional categories: Three categories emerged which each appeared in five of 
the twenty-five selections, or 20%. The categories and a brief description are as 
follows: hunger: these selections either referenced physical hunger due to poverty or 
emotional hunger such a longing for home; sorrow: these selections referenced 
sorrow and grief often from oppression, such as in the slave narratives and Chief 
Joseph’s surrender speech, or due to a personal loss of a loved one or fight with a 
loved one; death: five of the selections discussed the death of a person or a group of 
people. Three additional categories emerged which appeared in less than 20% of the 
selections: knowledge: four selections pertained to obtaining knowledge to gain 
something or be able to do something such as learning to read or playing chess; 
poverty: three selections contained details describing the problems from living in 
poverty; hatred/anger, three selections contained specific details describing a 
character’s hatred of a group or a person. 
     In summary, the most predominant themes in Group II, United States and 
American literature anthologies adopted in Florida in 2003, were cultural identity, 
family/generational issues, and elements of the spiritual and supernatural. In 
addition, the theme of voice appeared in nearly one-third of the selections. The 
themes of strength, freedom, hunger, sorrow, and death also appeared in between 
20% and 30% of the selections. Finally, the themes of knowledge, poverty, and 
hatred/anger appeared in more than ten percent of the selections. 
Groups I and II Compared 
     The purpose of this phase of the analysis was to determine if there had been a 
change in the themes occurring in the most frequently anthologized selections in the 
literature anthologies adopted in 1991 and 2003. Table 32 indicates the themes from 
both adoption years and the percentage of occurrences.  
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Table 32 
 
Themes of the Most Frequently Anthologized Selections in Groups I and II 
 
Theme 
 
1991 2003 
Cultural Identity 
 
73.68% 76.00% 
Family/Generations 
 
42.11% 48.00% 
Sorrow 
 
36.84% 20.00% 
Freedom 
 
31.58% 24.00% 
Strength 
 
31.58% 28.00% 
Voice 
 
31.58% 32.00% 
Spirituality 
 
21.05% 40.00% 
Reverence of Nature 
 
21.05% 24.00% 
Education 
 
10.53% 16.00% 
Togetherness 
 
10.53% Not a theme 
Death 
 
Not a theme 20.00% 
Poverty 
 
Not a theme 12.00% 
Hatred/Anger 
 
Not a theme 12.00% 
      n=19    n=25 
     The themes of the most frequently anthologized literature selections from Groups 
I and II are remarkably similar. The theme of cultural identity is the most 
predominant theme in both groups, although the percentage rises slightly in 2003. 
The theme of family/generations is the second most predominant theme in both 
groups as well and the percentage also rises slightly in 2003. 
     The theme that makes the greatest gain in 2003 is the theme of 
spirituality/supernatural. A much greater percentage of works contained elements of 
the spiritual or supernatural in 2003. On the other hand, the theme of sorrow 
appears in a greater percentage of selections in 1991 than in 2003.  
     The themes of freedom, strength, and voice appear in selections in 1991 and 
2003. The themes of freedom and strength occur in a smaller percentage of  
selections in 2003 but are still quite evident (24% to 28%). The percentage of 
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selections containing the theme of voice remains nearly the same in both adoption  
years. Similarly, the theme of reverence for nature appears in both adoption years, 
although there is a slight rise in the percentage of selections containing the theme in 
2003. The theme of education also rises in 2003, by more than 5%. The theme of 
togetherness appears in 1991 but not in 2003. And the themes of death, poverty, 
and hatred appear in 2003 but do not appear in 199118. 
Summary of Results of Chapter 5 
     The purpose of chapter five was to determine the effects of public policy on the 
content of the literary selections written by non-White authors appearing in the 
United States and American literature anthologies adopted in Florida in 1991 and 
2003. To determine change in content of the selections two content checklists were 
applied to all of the literary selections written by non-White authors in Groups I and 
II: the character demographic checklist and the checklist for multicultural content. In 
addition, a themes analysis was conducted on the most frequently anthologized 
works for each genre written by non-White authors. 
     The results of the character demographic checklist showed little change in the 
content of the literary selections appearing in 1991 and 2003 written by non-White 
authors. The racial or ethnic identity of the characters matched that of the authors: 
African American characters consisted of the largest group, although the percentage 
decreased slightly from Group I to Group II; the percentage of Hispanic American 
and Asian American characters rose; and the percentage of Native American 
characters remained the same. With respect to gender, there was a change from 
Group I to Group II with the percentage of female characters rising by more than 
10%, although the percentage of male characters remained higher by about 8%. The 
                                          
18 Because a theme does not make the list does not mean it does not occur in any of 
the selections; however, themes were only considered if they appeared in at least 
10% of the selections.  
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majority of the works in both groups took place in rural settings. There was little 
change in the age of the characters. In addition, there was little change in the socio-
economic status of the characters, with the majority being lower or working class. 
Finally, there was also little change with respect to family or living situation with the 
majority of characters living in the traditional nuclear family. 
     The results of the checklist for multicultural content show some change in the 
content of the literary selections written by non-White authors in Groups I and II, 
with six of seventeen items (35%) on the checklist showing a change of 5% or more. 
The categories that did show change were as follows: language and dialogue, with a 
higher percentage of selections containing language beyond standard English; point 
of view with a lower percentage of characters identifying with the dominant culture; 
relationships with a lower percentage of selections showing equal relationships with 
Whites and non-Whites and a greater percentage of characters struggling with 
assimilation (an increase of 14.53%); standards for success with a lower percentage 
of selections where characters determined their own standards for success; and 
resolution with a greater percentage of selections addressed problems that were not 
handled by the protagonist or members other than the dominant culture. 11 of the 
17 items showed little change and even of those that did the following statements 
can be made about the content of literary selections appearing in both groups: most 
of the selections contain cultural details; most of the selections do not contain 
language beyond Standard English; most show evidence of an insider’s perspective; 
most characters do not identify with the dominant culture; most of the selections do 
not address cultural stereotypes; most of the selections show unequal relationships 
between whites and non-Whites; few of the selections have characters who sacrifice 
themselves for the sake of a White person; few characters have to perform 
extraordinary feats in order to be accepted; most selections do not deal with 
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injustice, and of those that do, most showed resistance to injustice; most selections 
ended positively for the main character; and, most selections offered hope for the 
future.  
     Finally, the themes analysis showed little change in the content of the most 
frequently anthologized selections written by non-White authors appearing in the 
textbooks adopted in 1991 and 2003. The most predominant themes in both groups 
were cultural identity and family/generational issues. The theme of 
spirituality/supernatural increased in Group II but also appeared in Group I. The 
theme of sorrow appeared less frequently in Group II from Group I. The themes of 
strength and freedom appear in both groups (although the percentage decreases 
slightly) and the percentages of the theme of voice remains similar in both groups. 
The theme of reverence for nature appears in both adoption years and rises slightly 
in Group II. The theme of education appears in both groups and rises by more than 
5% in Group II. The theme of togetherness appears in Group I but not in Group II; 
and the themes of death, poverty, and hatred appear in Group II but not in Group I.  
     When considering the results from these three methods of determining the 
change in content of the literary selections, the content of the literary selections 
written by non-White authors remains quite similar in the adoption years of 1991 
and 2003. Although most of the literary selections differed, their content and themes 
did not.  
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Chapter 6 
Limitations, Discussion of Findings, Conclusions,  
Implications, and Recommendations 
 
     This chapter contains a description of the overview of the study, the limitations of 
the study, a discussion of the findings, conclusions, implications, and 
recommendations.  
Overview 
     The purpose of this study was to compare the content of American Literature 
textbooks adopted in Florida in 1991 and 2003 to determine if there has been a 
change in what is included with respect to multiculturalism, specifically race and 
ethnicity, as a response to public policy. There were five textbooks appearing on the 
1991 adoption list and six textbooks appearing on the 2003 adoption list. For 
evaluation and discussion purposes, the textbooks were divided into two categories: 
Group I, composed of those textbooks appearing on the 1991 adoption list; and, 
Group II, composed of those textbooks appearing on the 2003 adoption list. 
     The high school literary canon has been charged with remaining relatively stable 
and traditional, reflecting a White, male, Western-European heritage (Applebee, 
1991a; 1991b; 1992; 1993). The central research question addressed in this study 
is: To what extent has the public policy supporting a multicultural curriculum and 
diversity of instructional materials affected the literary canon of high school American 
literature anthologies adopted for use in the state of Florida? More specifically, as 
Florida’s student population grows more racially and ethnically diverse, the following 
questions were asked: 
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1. To what extent do the selections in United States and American literature 
textbooks adopted in Florida in 2003 reflect a change from the textbooks 
adopted in Florida in 1991 in the number of White versus non-White 
authors? 
2. To what extent do the selections in the United States and American 
literature textbooks adopted in Florida in 2003 reflect a change from the 
textbooks adopted in Florida in 1991 in the number of Anglo-American 
authors, Hispanic American authors, African American authors, Asian 
American (Pacific Islander) authors, and Native American authors? 
3. To what extent do the United States and American literature textbooks 
adopted in Florida in 2003 reflect a change from the textbooks adopted in 
1991 in with respect to gender of the authors? 
4. To what extent do the United States and American literature textbooks 
adopted in Florida in 2003 reflect a change from the textbooks adopted in 
Florida in 1991 in relationship to genre (poetry, short fiction, drama, novel 
excerpts, and nonfiction, and other), gender, and race and/or ethnicity of 
the author? 
5. To what extent have the selections written by non-White authors included 
in the high school United States and American literature anthologies 
adopted in Florida in 2003 changed from those adopted in Florida in 1991 
with respect to specific criteria for analyzing the content of multicultural 
literature? 
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6. To what extent have the themes of the most frequently anthologized 
literary selections written by non-White authors of the United States and 
American literature textbooks adopted in Florida in 2003 changed from the 
themes of the literary selections written by non-White authors of the  
     United States and American literature textbooks adopted in Florida in     
     1991? 
     To address these research questions, a variety of strategies was employed. The 
number of literary selections appearing in each textbook was counted and 
categorized using a checklist recording the race and/or ethnicity of the author, the 
gender of the author, and the genre of the selection. Totals were calculated for each 
textbook and each adoption year.  
     Content checklists were also created to determine the effects of policies 
addressing multiculturalism on the content of the literary selections written by non-
White authors in both groups. The first checklist was a character demographic 
checklist describing the character according to race, gender, setting, socioeconomic 
status, and family or living situation. The second checklist used guidelines from 
recent recommendations about the content of multicultural literature as well as 
guidelines established to eliminate racial and ethnic bias in literature. The final 
method of evaluating the content of the literary selections written by non-White 
authors was a themes analysis conducted on the most frequently anthologized works 
for each genre written by non-White authors in both groups.  
Limitations of the Study 
     This study was restricted by several factors. A primary restriction is that the 
study was limited to textbooks adopted in Florida in 1991 and 2003. A second 
limitation is that although multicultural education contains a wide variety of groups 
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and perspectives, the study was primarily limited to race and/or ethnicity. While the 
information for gender was recorded in several parts of the study including the 
character demographics, the checklist for multicultural content focused on race and 
ethnicity. A third limitation of the study is the nature of categorizing authors 
according to race and/or ethnicity and the use of the six categories. The concept of 
race is a social construction that has changed over time, and most likely will continue 
to change. The five categories of African American, Anglo-American, Asian American, 
Hispanic American, and Native American were taken from Banks & Banks (1993) and 
The Office of Management and Budget’s “Directive No. 15: Race and Ethnic 
Standards for Federal Statistics and Administrative Reporting” established in 1977 
(Johanningmeier and Richardson, 2003, p. 241). However, there are other racial and 
ethnic categories that are used in the United States and some people identify 
themselves with more than one racial or ethnic category. Even though the category 
of Multiracial was created for this purpose, the use of these six categories places 
limitations on the study. In addition, an author may have identified with both a White 
and non-White heritage, yet the researcher identified them with the appropriate non-
White category if the literary selection contained a strong racial or ethnic point of 
view. This situation is problematic, since the author could also be categorized as 
Multiracial.  
     A fourth limitation concerns both the content and the objectivity of the content 
checklists. The content checklists were created with the assumption that the majority 
of works included in textbooks would be reasonably complete; however, a large 
proportion of the literary selections were nonfiction excerpts, as non-White authors 
are under-represented in the genres of short story, plays, and novels. These 
excerpts were often very short and incomplete; therefore, limiting the information 
that could be recorded on the checklists. In addition, by their nature, poems are 
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often short and also may not contain all of the details appearing on the checklists. 
One item on the demographic checklist in particular proved problematic: the 
categories for age were too specific; if they had been limited to child, adolescent, 
and adult they may have revealed more information. Providing such specific details 
about the age of the main character forced the researcher to categorize certain 
selections as “unable to determine” when it was clear the character was an adult. 
Finally, the objectivity of the checklists relied on the researcher’s choices. The items 
selected were based on the researcher’s interpretation, although explanations of 
guidelines for choices were provided, and therefore could not be completely objective 
as a result.  
     A fifth limitation of the study is the nature of the textbooks themselves. The 
purpose of the study is to determine the effects of policies addressing 
multiculturalism on the content of the textbooks; however, one cannot know for 
certain why these selections were included by the publishers. For example, such 
restrictions as copyright issues and limited space could also be factors in determining 
what selections are included in these textbooks. Recent scholarship does, however, 
cite public policy as an important factor in determining the content of textbooks 
(McCarthy, 1990; Keith, 1991; Ravitch, 2003; Tyson-Bernstein, 1988; Whitman, 
2004; Venezsky, 1992). 
     A sixth limitation of the study is the lack of consistency among the textbooks for 
an adoption year with respect to non-White authors. The sampling scheme for the 
themes analysis relied on the most frequently anthologized selections; however, 
many selections written by non-White authors did not appear in more than one 
textbook. Although guidelines were established for determining which selections 
would be eligible for the themes analysis, this was a limitation not expected by the 
researcher. 
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     A final limitation of the study is that the study was conducted by one individual. 
Although every effort was made to use a variety of means of assessment and 
establish clear guidelines for data collection, the results cannot possibly be entirely 
free of bias and possible recording errors.  
Discussion of Findings 
     The following is a summary of the findings for the three phases of the study: the 
content checklist recording information with respect to author race and/or ethnicity, 
author gender, and genre of each selection for both adoption years; the results of 
the two content checklists of character demographics and multicultural content; and, 
the results of the themes analysis of the most frequently anthologized literary 
selections written by non-White authors. These results are discussed in detail in 
Chapters 4 and 5.  
Research Questions 1 and 2  
      The textbooks appearing in Group I, United States and American literature 
anthologies adopted in Florida in 1991, did not provide adequate representation of 
non-White authors. These results are consistent with Applebee’s study (1991a, 
1991b, 1992, 1993) of textbooks used in 1989 where he concluded that the canon 
remained relatively traditional and did not represent women and minorities well. In 
this group, literary selections written by Anglo-American authors consisted of almost 
83% of all of the selections (ranging from 79% to 86.41% in the five textbooks); the 
remaining 17% of selections were written by non-White authors (ranging from 
13.59% to 21%). African American authors comprised approximately 10% of the 
selections in this group; Native Americans authors comprised less than 4% of the 
total selections; Hispanic American authors comprised approximately 2% of the total  
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selections; and Asian American were barely represented with less than one percent 
of the total selections.  
     The textbooks appearing in Group II, those adopted in Florida in 2003, do show a 
change in the percentages of White and non-White authors. The percentage of 
literary selections written by Anglo-American authors decreased by almost 15%. The 
average percentage of literary selections written by White authors dropped to 
approximately 68% of the total selections with a range of 57.14% to 78.67% in the 
six textbooks. The percentage of selections written by non-White authors had an 
average percentage of 32% and ranged from 21.33% to 42.86%. Literary selections 
written by African American authors remained the second largest group in 2003, and 
the percentage of selections increased by more than 7%. Hispanic American authors 
replaced Native American authors with the third largest group of selections, gaining 
almost 4% of the selections from Group I to Group II. Native American authors 
showed a very slight gain of 1.21% from Group I to Group II with approximately 5% 
of the total selections. Finally, Asian American authors also showed a slight gain, 
approximately 2%, in the percentage of selections appearing from Group I to Group 
II, comprising nearly 3% of the total selections. The percentage of authors 
categorized as Multiracial was less than one percent in both groups.  
     When one only considers the race and/or ethnicity of the author, it appears that 
policies calling for more diversity in instructional materials have influenced the 
content of United States and American literature textbooks in Florida. The current 
textbooks have a greater percentage of non-White authors, nearly 32% as opposed 
to the 17% appearing in 1991. If one considers the diversity of the student 
population in Florida, and believes that the materials should “accurately portray the 
cultural and racial diversity of our society” as the Florida statute 233.09(4)(a) states, 
these percentages remain inadequate. According to a report published by the Florida 
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Department of Education (FLDOE, 2005, January), the student population in Florida 
in 2004 was as follows:  
White students comprised 48.80% of the student population; Black students  
comprised 23.57% of the student population; Hispanic students comprised 
22.53% of the student population; Asian students comprised 2.13% of the 
student population; American Indian students comprised 0.30% of the 
student population; and Multiracial students comprised 2.67% of the student 
population. 
If the results of this report are compared to the results of this study, Anglo-American 
authors remain over-represented, while African American authors are slightly under-
represented, and Hispanic American authors are drastically under-represented in 
Florida’s United States and American literature anthologies: the student population is 
more than three times greater than the percentage of authors appearing in Florida 
textbooks. The percentage of Asian American authors closely matches the 
percentage of Asian American students in the state of Florida. The percentage of 
multiracial authors is much lower than the percentage of multiracial students; 
however, the category of multiracial had limitations. Finally, if one compares the 
percentage of Native American authors appearing in United States and American 
literature anthologies with the percentage of Native American students in Florida, 
Native Americans authors would be over-represented in the textbooks.  
Research Question 3  
     The percentage of literary selections written by female authors in the textbooks 
adopted in Florida in 1991 was approximately 25% with a range of 20.80% to 
31.87% in the five textbooks appearing in this group. These results are consistent 
with Applebee’s study (1991a, 1991b, 1992, 1993) which found that 24% of the 
literary selections appearing selected United States and American literature 
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anthologies available in 1989 were written by women. The percentage of literary 
selections written by female authors in the textbooks adopted in Florida in 2003 rose 
by an average of almost 6% to 30.70% with a range of 25.12% to 41.33% in the six 
textbooks appearing in this group. Conversely, the percentage of selections written 
by male authors in Group I was approximately 72%, and this percentage dropped by 
a little more than 6% to 66.35% in Group II.  The increase in the percentage of 
female authors could be attributed to the increase in attention to race and/or 
ethnicity because the percentage of non-White female authors rose more than 7% 
while the percentage of White female authors decreased by 1.39%. Although there 
has been an increase in the percentage of selections written by women, women 
remain under-represented in the selections appearing in the United States and 
American literature anthologies adopted in the state of Florida.  
Research Question 4 
      This portion of the study was conducted to determine if there has been a change 
in the type of genres in which non-White authors and women were represented. 
Results were analyzed for totals between groups (genre of selections sorted by race 
and/or ethnicity and gender) and within groups (genre of selections within each 
racial and/or ethnic group). The genres of poetry, nonfiction, and short stories made 
up more than 90% of all the selections in the anthologies in both adoption years, 
1991 and 2003. The literary selections in the genres of novel, novel excerpt, plays, 
and other fiction consisted of less than 10% of all of the selections in each adoption 
year. However, it is important to note that these genres often contain the longest 
selections. Anglo-American authors had the greatest percentage of selections in each 
genre; therefore, only the results of non-White authors will be discussed. 
     Nonfiction.  The only genre that showed an increase in the percentage of 
selections was the genre of nonfiction, which rose by almost 10% from Group I 
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(almost 20% of all literary selections) to Group II (almost 30% of all literary 
selections.) This change can be credited to the increase in nonfiction selections 
written by African Americans which rose by nearly 10% from Group I to Group II. 
The percentage of nonfiction selections written by Hispanic, Asian, and Native 
American authors did not change very much from Group I to Group II. When 
considering the percentage of literary selections per genre within each racial and/or 
ethnic group, non-White authors appear to be over-represented in the genre of 
nonfiction. In both adoption years, with the exception of Hispanic American authors, 
each racial and/or ethnic group contained a higher percentage of nonfiction 
selections when compared to the overall percentages in this genre: for example, in 
2003 the percentage of total nonfiction selections was nearly 30%; however, almost 
35% of the selections written by African Americans, almost 36% of the selections 
written by Asian Americans, and almost 45% of the selections written by Native 
Americans were nonfiction. The percentage of nonfiction selections written by women 
increased from almost 15% in Group I to almost 24% in Group II. 
     Novels and novel excerpts. Two novels appear in the 1991 adoption year and 
they were both written by Anglo-American authors. No full novels appear in Group II. 
The percentage of novel excerpts written by non-White authors showed a great 
increase from 1991, where there was only novel excerpt written by a non-White 
author (5.26% of all novel excerpts), to 2003 where 7 of the 16 selections, or 
43.75%, were by non-White authors.  African American authors showed an increase 
from 0.00% to 18.75% (from 0 selections to 3); Asian American authors saw an 
increase from 0.00% to 12.5% (from 0 selections to 2); Hispanic American authors 
saw an increase from 5.26% to 12.5% (from 1 selection to 2); Native Americans are 
not represented in this genre. The percentage of novel excerpts written by women 
also had a significant increase from 1991 to 2003, rising more than 30%, from 
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approximately 5% to more than 37%. 
     Plays. Unlike novel excerpts, non-White authors are not represented in the genre 
of plays in Group II and only one play written by a non-White author appeared in 
Group I, Lorraine Hansberry’s A Raisin in the Sun. In addition, while one play written 
by a female author appeared in the anthologies adopted in 1991, there no plays 
written by female authors in appeared in 2003. Therefore, both female and non-
White authors are under-represented in this genre. 
     Other fiction. While the overall percentage of selections in the genre of other 
fiction such as myths, legends, folk tales, and songs was quite small and consistent 
(approximately 3% in each group), the percentage of other fiction selections written 
by non-White authors increased from 1991 to 2003. Native American authors 
showed an increase of more than 20% from Group I to Group II and appear to be 
over-represented in this genre. Hispanic American authors showed an increase of 
about 5% from Group I to Group II, while African American authors showed a 
decrease of about 5%; no selections appeared by Asian American authors in this 
genre. Female authors showed a slight increase in this genre from 0.00% in Group I 
to 2.86% in Group II. 
     Poetry. Each non-White category was represented in the genre of poetry. The 
percentage of poems written by African American authors increased by almost 8% 
from Group I to Group II. The percentage of poems written by Hispanic American 
author increased by more than 5% from Group I to Group II. The percentage of 
poems written by Asian American authors increased slightly and the percentage of 
poems written by Native American authors decreased slightly from Group I to Group 
II. While Anglo-American authors contributed to the greatest amount of poems in 
both adoption years, the percentages of poems written non-White authors within 
each racial and/or ethnic group remained quite high (from 40-50%) with the 
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exception of Native American authors. Therefore, most racial/and or ethnic groups 
appear to be well represented in this genre. The percentages of poems written by 
female authors rose consistently with the percentage of selections written by female 
authors from 1991 to 2003.  
     Short Stories. In the genre of short story, only Hispanic American authors 
showed an increase of more than 5%, rising from less than 1% to 6%. African 
American and Asian American authors writing in this genre showed an increase of 
about 2%; the percentage of short stories written by Native American authors did 
not change. Non-white authors are under-represented in this area in both Groups I, 
with less than 10% of the short story selections, and Groups II, less than 20% of the 
short story selections. The percentage of short stories written by female authors rose 
from 28.86% in 1991 to 39.19% in Group II.  
     Additional Genre Information. The longest selections appearing in both 
adoption years were in the genres of plays, novels, novel excerpts, and short stories. 
Information was collected to determine the extent to which non-White authors and 
female authors were represented in the longer works appearing in each textbook for 
both adoption years, 1991 and 2003. Of the five longest selections appearing in 
Group I for each textbook (25 appearances of 20 selections), only two selections 
were written by non-White authors and they were both African American. In 
addition, only three of the selections were written by female authors. Of the five 
longest selections appearing in each textbook in Group II, only one literary selection 
was written by a non-White author, and it was written by a Hispanic author. In 
addition, only two of the longest selections appearing in 2003 were written by female 
authors. 
     In conclusion, although the percentage of literary selections written by non-White 
authors has increased from the 1991 adoption year to the 2003 adoption year, when 
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the genre of the selections is considered, non-White authors are under-represented 
in the genres of plays and short stories, which are often the longest selections 
appearing in the textbooks. In addition, non-White authors appear to be over-
represented in the genre of nonfiction. Is it that non-White authors do not write in 
the genre of plays and short stories? Or it is easier to add shorter selections like 
poetry, nonfiction, and other fiction to the textbooks without drastically changing the 
texts? When genre is considered, female authors are consistently represented in 
each of the genres (percentages closely match the overall percentages of works 
written by females) with the exception of plays and other fiction. 
     Most frequently anthologized authors per genre. In addition to examining 
the change in the percentages of selections for each racial and/or ethnic group as 
sorted by genre, the data was also analyzed to determine the change in the most 
frequently anthologized authors and selections per genre. As stated in previous 
sections, finding the most frequently anthologized selections for non-White authors 
proved difficult because selections written by non-White authors do not appear 
consistently across textbooks in either adoption year, 1991 or 2003. Conversely, 
Anglo-American authors appear more frequently and consistently across textbooks 
and adoption years. For African American authors, the most frequently anthologized 
author in each genre is as follows: in the genre of nonfiction was Frederick Douglass 
in both Group I and Group II; the most frequently anthologized poet was Langston 
Hughes; no African American author appeared more than once in the genre of short 
stories in 1991 while Alice Walker and James Baldwin were the most frequently 
anthologized authors in Group II; for the genre of other fiction the most frequently 
anthologized author was Unknown in both groups and these were African American 
spirituals; only one play appeared in Group I written by an African American author 
and no plays written by African American authors appeared in Group II; there were 
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no novels or novel excerpts written by African American authors in Group I and no 
African American author had more than one novel excerpt appearing in Group II. 
     The results of the most frequently anthologized Asian American authors are as 
follows: The most frequently anthologized Asian American poets were Diana Chang 
and Lawson Fusao Inada in Group I, and in Group II Garrett Hongo was the most 
frequently anthologized poet. Maxine Hong Kinston was the most frequently 
anthologized Asian American writing in the genre of nonfiction for both groups; no 
short stories appeared in Group I written by Asian American authors and in Group II, 
no Asian American author appears more than once in Group II; Asian American 
authors are not represented in the genre of other fiction in either group; in the genre 
of novel excerpt, Asian American authors were not represented in Group I and Amy 
Tan is the most frequently anthologized author in this genre in Group II. 
     The results of the most frequently anthologized Hispanic American authors are as 
follows: The most frequently anthologized Hispanic American poet in Group I was 
Jose Garcia Villa and in Group II the most frequently anthologized poets were Pablo 
Neruda, Pat Mora, and Judith Ortiz Cofer; in nonfiction, the most frequently 
anthologized author was Richard Rodriguez in Group I and in Group II was Sandra 
Cisneros; Hispanic American authors writing short stories and other fiction do not 
appear more than once in either group;  in Group I no Hispanic American author 
appears more than once writing novel excerpts and Julia Alvarez is the most 
frequently anthologized author in Group II in this genre. 
     The results for the most frequently anthologized Native American authors are as 
follows: Simon Ortiz was the most frequently anthologized poet in both Groups I and 
II; Chief Joseph was the most frequently anthologized author writing in the genre of 
nonfiction in both groups; no short stories appear more than once in either group for 
Native American authors; in other fiction no author appears more than once in Group  
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I but the Navajo Tribe has three appearances in Group II; there were no novel 
excerpts written by Native Americans in either group. 
     In summary, there is remarkable consistency from Group I to Group II with 
respect to the most frequently anthologized authors writing in each genre, especially 
for African American and Native American authors. This could indicate that these 
authors have established themselves within the canon; however, this could also 
indicate, as the NCTE Guidelines (1970) suggests: “[a] misrepresentation caused by 
an inclusion of only popular works by a few ‘acceptable’ non-white writers” (para. 6). 
There is more variability in the selections written by Asian American and Hispanic 
American authors, which may indicate that Asian American and Hispanic American 
authors are still establishing a place in the United States and American literature 
canon. It is important to note that when authors in the non-White categories do 
appear more than once, the number of appearances is still much lower than the 
number of appearances for White authors. 
Research Question 5 
     The results of the character demographic checklist showed little change in the 
content of the literary selections appearing in 1991 and 2003 written by non-White 
authors. The racial or ethnic identity of the characters matched that of the authors: 
African American characters consisted of the largest group, although the percentage 
decreased slightly from Group I to Group II; the percentage of Hispanic American 
and Asian American characters rose; and the percentage of Native American 
characters remained the same. With respect to gender, there was a change from 
Group I to Group II with the percentage of female characters rising by more than 
10%, although the percentage of male characters remained higher by about 8%. The 
majority of the works in both groups took place in rural settings. In addition, there 
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was little change in the age of the characters, when age was indicated, with about 
half of the characters appearing as children and adolescents and half appearing as 
adults. There was also little change in the socio-economic status of the characters, 
with the majority being lower or working class. Finally, there was also little change 
with respect to family or living situation with the majority of characters living in the 
traditional nuclear family. 
     The results from the character demographic checklist raise a few important 
issues. It does appear that more female characters and Hispanic American characters 
are appearing in the literary selections, which is encouraging. It also appears that 
the no particular age group is over-represented in either adoption year. However, a 
large proportion of the characters are represented in a low socioeconomic class: do 
the literary works appearing in the United States and American literature anthologies 
disproportionately represent non-White characters as lower or working class or is it 
that these works simply provide an accurate portrayal of groups who have been 
marginalized?  
     The results of the checklists for multicultural content show some change in the 
content of the literary selections written by non-White authors in Groups I and II, 
with six of seventeen items (35%) on the checklist showing a change of 5% or more. 
The categories that did show change were as follows: language and dialogue, with a 
higher percentage of selections containing language beyond standard English; point 
of view with a lower percentage of characters identifying with the dominant culture; 
relationships with a lower percentage of selections showing equal relationships with 
Whites and non-Whites and a greater percentage of characters struggling with 
assimilation (an increase of 14.53%); standards for success with a lower percentage 
of selections where characters determined their own standards for success; and 
resolution with a greater percentage of selections addressed problems that were not 
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handled by the protagonist or members other than the dominant culture. Eleven of 
the 17 items showed little change and even of those that did the following 
statements can be made about the content of literary selections appearing in both 
groups: most of the selections contain cultural details; most of the selections do not 
contain language beyond Standard English; most show evidence of an insider’s 
perspective; most characters do not identify with the dominant culture; most of the 
selections do not address cultural stereotypes; most of the selections show unequal 
relationships between whites and non-Whites; few of the selections have characters 
who sacrifice themselves for the sake of a White person; few characters have to 
perform extraordinary feats in order to be accepted; most selections did not deal 
with injustice and those that did showed resistance to injustice; most selections 
ended positively for the main character; and, most selections offered hope for the 
future.  
     If these results are compared to the guidelines established for multicultural 
literature by Cavanaugh (1995), the Council for Interracial Books for Children (CIBC, 
1980), Temple et al. (1998), and Yakota (1993), overall, the literary selections 
included in the textbooks adhere to the guidelines established by these authors. 
Cavanaugh (1995) states that multicultural literature should have details which 
provide insight into a culture and the majority of the literary selections in both 
groups do. However, one could inquire as to whether literature written by non-White 
authors must have details specific to a culture. In addition, are these works being 
included solely for their cultural details or are they being selected for their literary 
merit? Proponents of cultural literacy would argue for the former, while 
multiculturalists would argue that these works do both.  
      With respect to use of language and dialogue, Temple et al. (1998) state that 
multicultural literature should contain authentic language: more literary works are 
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containing language beyond Standard English; this change could indicate a growing 
acceptance of minority voices in the canon. However, the majority of the works 
appearing in the anthologies do not language and dialect beyond Standard English. 
Is it that publishers are concerned about choosing works that include language that 
could be considered difficult for readers, as some critics of textbooks would suggest? 
Or is it simply the nature of literary works written by minorities? For instance, 
historically, when it was very difficult for non-White authors to publish, deviating 
from Standard English may have hurt an author’s chances to be included in the 
canon.  
     With respect to relationships between Whites and non-Whites, the majority of the 
works did not show equal relationships. Critics of multicultural literature often argue 
that these works either gloss over racial tensions or focus too much on how certain 
groups have been exploited. The CIBC (1980) states that literary works that contain 
racial and ethnic bias often include characters that are sacrificed for the sake of, or 
because of, a White person. Few of the literary selections in either group had 
characters that were sacrificed, and, if they were it was accurately portrayed; for 
example, some selections were accounts of slaves and Native Americans who lost 
their lives due to oppression. With respect to the theme of assimilation, more 
selections in Group II addressed this theme. This is most likely due to the inclusion 
of more works by Hispanic American and Asian American authors: these selections 
frequently dealt with stories of children of immigrants attempting to fit into American 
society.  
     The CIBC (1980) states that good multicultural literature portrays characters that 
do not have to perform extraordinary feats in order to be accepted in society and few 
of the selections in either group had characters performing extraordinary feats. The 
CIBC (1980) also states that multicultural literature should portray characters that 
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establish their own standards for success; however, the results indicate that fewer 
selections are being included in the anthologies of 2003 where the character 
determines his or her own standards for success. Are these selections simply 
portraying real problems that minorities face or, as some critics of multicultural 
literature state, are these works providing a disproportionately bleak portrait of the 
minority experience?  
     Similarly, some critics of multicultural literature state that the materials included 
in the curricula often ignore cultural conflicts in an effort to portray the world we 
should live in rather than the world we do (Ravitch, 2003; Whitman, 2004). 
However, the results of the checklist indicate that a proportion of the selections 
included in both groups dealt with injustice and showed resistance to injustice. On 
the other hand, the majority of the selections ended positively and offered hope for 
the future: is this an inaccurate portrayal of the minority experience? The CIBC 
(1980) states that good multicultural literature should portray characters who handle 
their own problems or that the problems of the selections should be handled by 
members of the culture; however, there was a decrease in the percentage of 
selections which showed members of minority groups handling their own problems. 
The most likely explanation for this is that some of the selections in Group II dealt 
with topics of injustice, where minority groups were oppressed and therefore, were 
not permitted to handle their problems.  
     The purpose of this study was not to evaluate the multicultural literature; rather, 
it was to determine if there has been a change in the content of the literary 
selections and the results indicate that only six of the seventeen items showed more 
than a 5% change from 1991 to 2003. Therefore, in spite of the inclusion of more 
works by non-White authors the content of the selections are quite consistent.  
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Research Question 6 
      In an additional effort to determine the extent to which the content of the 
literary selections written by non-White authors had changed from 1991 to 2003, a 
themes analysis of the most frequently anthologized literary selections written by 
non-White authors was conducted. The results of the themes analysis showed little 
change in the content of the most frequently anthologized selections written by non-
White authors appearing in the textbooks adopted in 1991 and 2003. The most 
predominant themes in both groups were cultural identity and family/generational 
issues. The theme of spirituality/supernatural increased in Group II but also 
appeared in Group I. The theme of sorrow appeared less frequently in Group II from 
Group I. The themes of strength and freedom appear in both groups (although the 
percentage decreases slightly) and the percentage of the theme of voice remains 
similar in both groups. The theme of reverence for nature appears in both adoption 
years and rises slightly in Group II. The theme of education appears in both groups 
and rises by more than 5% in both groups. The theme of togetherness appears in 
Group I but not in Group II; and the themes of death, poverty, and hatred appear in 
Group II but not in Group I.  
    When considering the results from these three methods of determining the change 
in content of the literary selections, the content of the literary selections written by 
non-White authors remains quite similar in the adoption years of 1991 and 2003. 
Although most of the literary selections differed, their themes did not. The themes 
analysis supports the results of the content checklist with respect to cultural identity 
and point of view as a predominant theme in literature written by non-White authors 
appearing in United States and American literature anthologies. It is difficult to 
determine why these selections were chosen by the publishers: it is because these  
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themes really do occur frequently in literary selections written by non-White authors 
or were these works chosen for their similar themes?  
Additional findings 
      Although not part of the research questions, the results of the descriptive 
analysis of the characteristics of the textbooks in both groups will be briefly 
discussed.  In 2003, literary selections were being added to the canon that changed 
the racial and ethnic make up of the canon, but just as many, if not more, selections 
are being removed. While the size of the textbooks is growing from an average of 
951 pages to an average of 1206, the number of literary selections is not. In Group 
I, the average number of selections was 181.8 while the average for Group II 
dropped to 158.17. What is appearing in these textbooks are more pages dedicated 
to pedagogical content including reading and writing exercises and assessment 
practice.  
     When one considers what has been added and what has been removed from the 
United States and American literary canon as represented in these textbooks, there 
is quite a bit of variability between textbooks and adoption years. Of the 407 authors 
appearing in both adoption years, only 152 authors appear in both groups and 111 of 
them are Anglo-American authors. When certain Anglo-American authors 
disappeared from the 1991 adoption year, new ones were added in the 2003 
adoption year, which refutes the notion that Anglo-American authors are being 
removed from the canon to make room for non-White authors. What is happening is 
that the number of literary selections in the textbooks is decreasing and the 
proportion of selections written by non-White writers is rising, while the proportion of 
selections written by White writers has decreased somewhat.  
 
 
  182
Conclusions 
     The results indicate that there have been some changes to the content of the 
United States and American literature textbooks adopted in Florida in 1991 and 2003 
with respect to policies addressing multiculturalism. The most obvious change is in 
the percentage of authors categorized by race and/or ethnicity. Textbook publishers 
can state that they are including a greater percentage of works written by non-White 
authors and the state of Florida can assert that the requirements of the statute are 
at least partially being met, although, it appears, not for Hispanic American students.  
     When genre is considered, however, little has appeared to have changed in the 
content of the literary selections from 1991 to 2003. Non-White authors are still not 
appearing in the longer works of fiction: short stories and plays. In addition, non-
White authors are over-represented in the genre of nonfiction. While critics of 
cultural literacy would argue that this is evidence that minorities are being excluded 
from the traditional canon, which is quite possible, it is also possible that it is more 
convenient for the textbook publishers to keep using these longer works; finding 
suitable multicultural literature to balance out these genres would be take time and 
effort as well as money. In addition, the overrepresentation of nonfiction excerpts 
creates additional problems. The majority of these excerpts were brief and difficult to 
read; many of them offered little more than a snapshot of cultural details with little 
context. For example, several of the excerpts that appeared in more than one 
anthology varied in the amount of the excerpt to be included. Excerpts from Richard 
Rodriguez’s autobiography described his growing appetite for books but did not place 
it in the context of being a non-native speaker and did not include his account of how 
this affected his coming of age being what he deems a scholarship boy. In another 
example, excerpts from Zora Neale Hurston’s autobiography differed drastically from 
one text to the next: one anthology contained a fairly complete tale of her first 
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experience meeting white women, the gifts of books they sent her, and the impact 
reading had on her life. In another anthology, only a brief excerpt describing which 
books she liked to read was included. In both groups, more of the nonfiction 
selections were excerpts rather than complete essays. 
          In addition to race and/or ethnicity, the gender of authorship was also 
examined in both adoption years. The results show a 5.95% increase in the 
percentage of literary selections written by female authors from 1991, 24.75%, to 
2003, 30.70%. When one considers genre, female authors are under-represented in 
the genre of plays and other fiction. Female authors show an increase in the 
percentage of novel excerpts by almost 30%, short stories by almost 10%, nonfiction 
by almost ten percent, and poetry by 5%. As is the case for non-White authors, if 
one considers the “diversity of society” female authors are under-represented. The 
increase in the percentage of female authors could be attributed to the increase in 
attention to race and/or ethnicity because the percentage of non-White female 
authors rose more than 7% while the percentage of White female authors decreased 
by 1.39%.   
         One way to consider the results of this study would be to compare them to 
Banks (1993b) approaches to multicultural reform: level one is the contributions 
approach where certain cultural elements are celebrated occasionally such as heroes 
and holidays; level two is the additive approach where “content, concepts, lesson, 
and units, are added to the curriculum without changing its structure” (p. 13); level 
three is the transformation approach where the structure of the curriculum is 
changed to provide multiple perspectives; and level four: the action approach where 
students are taking action to solve social problems. The results of this study, when 
considering genre, support the idea that the textbooks are using level two of Banks 
approaches to multicultural curricular reform: the additive approach.  
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     The results of this study indicate that although there has been an increase in the 
number of selection written by non-White authors, the content of the selections has 
changed very little. The demographics of the characters were quite similar from each 
adoption year and there were only a few items on the checklist for multicultural 
content which indicated change. While the inclusion of more selections does allow 
students to experience “the perspectives of diverse ethnic and cultural groups” 
(Banks, 1993ab, p. 13), if the selections are being chosen for their similarities, how 
diverse can the perspectives be? In addition, the themes appearing in the most 
frequently anthologized works were remarkably similar: are non-White authors 
primarily writing about cultural identity and family/generational issues, or is it that 
publishers determine these works to be the most appropriate for inclusion in 
anthologies? Beyond showing little change, the result of the two content checklists 
and the themes analysis can provide a portrait of the works appearing in these 
selections, as discussed in the previous section. What they cannot do, however, is 
determine if there are literary selections not being included that offer more of a 
variety of perspectives. In addition, they cannot indicate whether these works are 
purposefully being selected for their similarities.  
     Because the publication of Diane Ravitch’s text (2003) The Language Police is 
partially responsible for the genesis of this study, it seems relevant to compare a few 
of the results to the critique she presented of literature anthologies in her chapter 
discussing these texts. She states: 
There is a new canon in today’s literature textbooks. Certain writers appear 
again and again. They are Sandra Cisneros, Nikki Giovanni, Toni Cade 
Bambara, Jane Yolen, Gary Soto, Lawrence Yep, Pat Mora, Julia Alvarez, 
Walter Dean Myers, Naomi Shihab Nye, and Rudolfo A. Anaya. Most of them 
are not well known to the general public, but their stories, essays, and poems 
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are omnipresent in the textbook world. Students may never encounter 
Herman Melville, Ralph Waldo Emerson, Joseph Conrad, or Nathaniel 
Hawthorne, but they will certainly know the work of Cisneros; there is hardly 
a literary textbook at any grade level that does not include her writing. (p. 
128) 
Eight of the eleven authors Ravitch lists in the former part of this quotation appear in 
the textbooks analyzed in this study; there certainly is evidence that the canon is 
changing when it comes to authors whose surnames indicate a non-White heritage. 
However, a student would not encounter a textbook in either adoption year which did 
not also have Herman Melville, Ralph Waldo Emerson, or Nathaniel Hawthorne.19 
     One other conclusion can be made, although not a part of the research questions, 
which is also discussed in Ravitch’s 2003 text. The United States and American 
literature textbooks, although much larger (some swelling to over 1400 pages) do 
not contain a greater proportion of literary selections. Ravitch states:  
Today’s literature textbooks are motivated by a spirit of miscellany. None of 
them consists only of text and pictures, like a real book; that would be way 
too simple. Even when the entries are well chosen and enjoyable, the 
textbook pokes the reader in the eye with pedagogical strategies. The reason 
that the books are so large is that they are puffed up with instructions and 
activities that belong in the teacher’s edition. The people who prepare these 
textbooks don’t seem to have much faith in teachers. The books strive to be 
“teacher-proof.” (p. 129)Instead of more selections, these texts contain an 
abundance of extras: pages and pages of pedagogical content, assessment 
                                          
19 Conrad is not an American author; therefore, he would not appear in these texts.  
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practices, nonliterary selections added to help student read for information, 
and links to various standards and benchmarks. 
     Critics of textbooks state that public policy often dictates the content of textbooks 
and that these policies often have clashed; what results are textbooks that are 
confusing, poorly written, and boring (Ravitch, 2003; Tyson-Bernstein, 1988; 
Whitman, 2004). With competition and the high cost of producing textbooks, 
publishers make superficial changes in order to ensure their books will be accepted 
by all groups and rejected by none (Ravitch, 2003; Tyson-Bernstein, 1988; 
Whitman, 2004). Not wanting to offend anyone, it appears publishers often supplant 
innovation with conciliation. The results of this study indicate that public policy 
addressing a multicultural curriculum has influenced the content of the United States 
and American literature textbooks in Florida; on the surface these textbooks have 
expanded their canon to include minority authors. However, this study also supports 
the critics of textbooks by showing that superficial changes have been made and 
little else has changed: non-White authors and women are still underrepresented in 
certain genres, overrepresented in others, and the content of the selections has 
remained quite stable.  
Implications 
     The findings of this study lead to the overall conclusion that the textbooks 
adopted in the state of Florida in 1991 and 2003 have attempted to include more 
works by non-White authors, most likely influenced by public policies addressing the 
inclusion of multicultural work in instructional materials. However, when one 
considers the genre of the literary selections, little has changed since Arthur 
Applebee (1991a, 1991b, 1992, 1993) concluded, in his study of textbooks in 1989, 
that works by women and non-White authors were under-represented, especially 
with respect to longer works of fiction.  
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     In addition to describing the state of United States and American literature 
textbooks in Florida, these results may have implications for describing the content 
of United States and American literature anthologies appearing in other states in the 
nation. Keith (1993) and Whitman (2004) both cite Florida as a key textbook 
adoption state which has a considerable influence on the textbook market. According 
to Whitman (2004), textbooks adopted in California, Texas, and Florida account for 
as much as a third of the nation’s textbook market. Those who have studied the 
textbook market note that if publishers want to compete in the national market they 
must adhere to the guidelines established in these states, and these states each 
have policies (sometimes very contradictory) dictating the content of textbooks 
(Keith, 1991; Tyson-Bernstein, 1988; Ravitch, 2003; Whitman, 2004). 
     This study has several implications for teachers. The student population in the 
United States, and especially Florida, is growing increasingly diverse (FLDOE, 2005, 
January). If teachers want to include a variety of perspectives in a variety of genres 
in the literature they introduce to their students, they cannot rely solely on the 
textbooks. Teachers will have to go beyond the textbook when it comes to longer 
works of fiction as well as complete works of nonfiction, and this can be a costly and 
difficult endeavor. Right now teachers have little say in what goes into the textbooks 
they use in their classrooms (Keith, 1988; Ravitch, 2003; Tyson-Bernstein, 1988; 
Whitman, 2004; Venezsky, 1992). Therefore, if they really want to change the way 
textbooks are created and chosen for classroom use, they will have to attempt to 
change the current system. Finally, when using literature which provides a 
multicultural perspective in the classroom, teachers will want to ask if they are using 
an additive approach or if they are committed to moving up to Banks (1993b) higher 
level of reform; are these works just being used as examples of other people’s  
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cultures or are they integrated into the curriculum for what they can tell students 
about humanity? 
Recommendations to Researchers 
     This study raises several possible avenues for further exploration. While this 
study compared the content of the literary selections written by non-White authors 
across adoption years, another possible study could compare the content of the 
literary selections written by non-White authors to those written by White authors to 
determine if the characteristics of the content of the literary selections is different. In 
addition, a more in depth examination of how gender is portrayed in literary 
selections could be conducted using the data found in this study.   
     Furthermore, although the study showed little change in the works being included 
in literature anthologies, equally worth exploring are the works written by non-White 
authors that are not included in literature anthologies. For example, are there short 
stories and plays written by non-White authors that could be included in these 
anthologies? Are there works by non-White authors that explore themes outside of 
those appearing in these works? Do they paint a different portrait of multicultural 
literature than the one described in this study? 
     Another avenue for research is to move beyond the content of the textbooks and 
examine teacher selection: what literary selections are teachers choosing from these 
textbooks and why? In addition, what supplementary materials are teachers 
choosing if any? Are they supplementing the textbooks with novels and plays that do 
offer a more diverse portrayal of multicultural literature? And, ultimately, what 
strategies are teachers using when they teach multicultural literature? Are these 
strategies different from the strategies they use when teaching more traditional 
literature? 
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     One recommendation to researchers is to reexamine the content of textbooks and 
to urge publishers to consider the needs of teachers and students. NCTE (1970) 
published its guideline entitled Non-White Minorities in English and Language 
Materials thirty-five years ago and some of these guidelines remain, as of yet, 
unmet.  
Recommendations to Publishers 
     While the debate surrounding the content of textbooks may never disappear, one 
thing which is consistent is that critics from both the right and the left have problems 
with what is included or excluded in textbooks. While proponents of multiculturalism 
ask for more works by non-White authors to be included, proponents of cultural 
literacy are concerned that important works which have a long and well established 
literary history will be excluded. One solution to this problem would be to have 
literature textbooks be real anthologies: collections of works. The four hundred 
additional pages of extras could be removed and replaced with more, complete, 
literary works. 
     The student population in the United States is growing increasingly diverse. 
Publishers need to examine their materials to ensure that non-White authors and 
female authors are given equal treatment. Non-White and female authors should be 
included in a wider range of genres and the longer literary selections appearing in 
textbooks. Literary selections should not be included solely because of their 
availability and the ease to which they can be attained. The content of these 
selections needs to be examined, carefully considered, and a wide range of 
perspectives should be included. Excerpts of both fiction and nonfiction should not be 
included solely because they can quickly increase the percentages of authors who 
have historically been excluded from the canon. One of the problems with relying on 
checklists and quick counts is that they do not provide an accurate picture of a 
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complete text. The needs of schools, teachers, and students should be considered as 
well as profitability and the demands of special interest groups. One also should 
carefully consider if an accurate reflection of the diversity of society relegates any 
American child to seeing himself or herself in less than 5% of the curriculum or a 
text. 
Recommendations to Policy Makers 
     If policy makers are going to insist that instructional materials match the 
diversity of society, they need to be evaluated occasionally and not just by members 
of adoption committees who often have little time to read the texts (Tyson-
Bernstein, 1988; Whitman, 2004).  The content of textbooks should be examined 
beyond simple surface details to determine if they are accurately portraying 
diversity. Finally, if the state really does expect instructional materials to match the 
diversity of society, and that society is the state of Florida, the United States and 
American literature textbooks currently eligible for adoption are not meeting this 
requirement, especially with respect to the Hispanic American student population. 
     NCTE (1970, 1986, 1996, 1999) has continually addressed concerns over the 
content of instructional materials and the curriculum for the English language arts 
and asked that publishers and teachers consider the diverse needs of students when 
choosing these materials. National standards (NCTE, 1996) and state standards 
(FLDOE, 1996) indicate that students should read a wide range of texts which help 
build an understanding of the culture of the United States and the world. The No 
Child Left Behind Act of 2002 proposes to eliminate the achievement gap between 
students from different backgrounds, and proponents of multicultural education 
suggest that the curriculum and instructional materials, as well as the approach to 
the teaching of the curriculum, could help improve student achievement. This study 
suggests that those aspirations are not being realized when it comes to United States 
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and American literature anthologies. Policy makers need to continually monitor and 
evaluate instructional materials and place greater pressure on publishers to include 
materials that will help all students achieve, if they intend to fulfill the promise of 
equality of educational opportunity for all students in the United States.
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Appendix A 
 
 Demographics and Genre Codebook 
 
Textbook: Indicate the name of the text 
 
Adoption Year: Fill in the appropriate adoption year 
 
Title of Literary Selection: Fill in the appropriate Title 
 
Author: Indicate the author’s name 
 
Literary Selection Analysis 
 
Race or ethnicity of the author: Report or estimate the author’s race or ethnicity. 
Use biographical descriptions provided in the text whenever possible to help in your 
determination.  
 
AF:   African American: A United States citizens who has an African biological and 
cultural heritage and identity; the term is often used synonymously and 
interchangeably with Black and Black American. 
 
AN: Anglo-American: An American whose biological and cultural heritage 
originated in England or one who has other biological and cultural heritages, 
who have assimilated into the mainstream or dominant culture in the United 
States, often used to describe most White Americans. 
 
AS:  Asian American: An American who has a biological and cultural heritage that 
originated in the continent of Asia including Chinese, Filipinos, Japanese, 
Asian Indians, Koreans, Vietnamese, Laotians, Thai, Cambodians, Pakistanis, 
and Indonesians. 
 
HI:  Hispanic American: An American who shares a culture, heritage, and 
language that originated in Spain and Hispanic Americans in certain regions of 
the United States including Mexican Americans (Chicanos), Puerto Ricans, and 
Cubans. 
 
NA: Native American:  A United States Citizen whose biological and cultural 
heritage can be traced to the original inhabitants of the land now making up 
the United States.  
 
MU:  Multiracial: Use this category when an author can fit into more than one racial 
or ethnic category. 
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Appendix A (Continued) 
 
Type of literary selection 
 
Genre of Selection: Indicate the genre into which the literary selection best fits. If 
possible, use the genre listed in the text.  
 
• Poem: A composition in verse that is characterized by a highly developed 
artistic form, the use of rhythm, and the employment of heightened language 
to express an imaginative interpretation of a situation or idea. 
 
• Short Story: A relatively short narrative (under 10,000 words) which is 
designed to produce a single dominant effect and which contains the elements 
of drama; it exhibits unity as its guiding principle. 
 
• Play: A literary composition in dramatic form intended to be presented on a 
stage by actors who assume identities, speak dialogue, and perform actions 
by an author. 
 
• Novel: A lengthy fictitious prose narrative portraying characters and 
presenting a series of events and settings. These will most likely appear in 
excerpt form. 
 
• Novel Excerpt: An excerpt from a novel.  
 
• Nonfiction: As opposed to fiction and distinguished from drama and poetry, 
nonfiction is that branch of literature presenting ideas and opinions based 
upon facts a reality. May appear as a biography, autobiography, essay, or 
speech. 
 
• Other Fiction: Any fictional literary selection that will not fit in categories 1-5.  
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Appendix B 
 
Demographics and Genre Coding Form 
 
Literary Selection Analysis 
 
Title of Textbook___________________________________________ 
Adoption Year________ 
 
Title of Selection Author Race/ 
Ethnicity 
Genre Gender 
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Appendix C 
Character Demographics Codebook 
 
Textbook Adoption Year and Series: Indicate the textbook, by publisher and 
adoption year, to which this literary selection belongs.  
 
Title of Selection: Record the title of the selection and the author. 
 
Race and/or Ethnicity of the Author: Use the criteria established in the codebook 
for the literary selection analysis. 
AF: African American 
AN: Anglo-American 
AS: Asian American 
HI: Hispanic American 
NA: Native American 
MU: Multiracial 
 
Genre of the Selection: Use the criteria established in the codebook for the literary 
selection analysis. 
• Nonfiction (NF) 
• Novel 
• Novel Excerpt 
• Other Fiction 
• Play 
• Poem 
• Short Story (SS) 
 
Unit of Data Collection: In a short story, novel, or poem the main character, or 
protagonist, should be analyzed and coded. If the fictional work contains a narrator 
that is not the main character, he or she should be coded as well. In nonfiction, and 
possibly some poetry, the main person or subject of the selection should be coded. If 
there isn’t a main character, for example, the poem is about a place, inanimate 
object, or abstract concept, code “Other” and do not continue with the analysis. 
 
Role: Indicate the role of the character being coded. 
1. Main character/Protagonist 
2. Narrator 
3. Subject of selection 
4. Other – not applicable for this checklist 
 
Setting: Indicate the setting in which the character resides. 
1. Rural 
2. Suburban 
3. Urban 
4. Other 
9. Unable to determine 
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Appendix C (Continued) 
 
Age: Estimate the stage at which the character operates in his or her interactions 
with others, if an age is not specified. 
1. Child: One who is 12 years of age or younger. 
2. Adolescent: One who is 13 to 19 years of age. 
3. Young adult: One who is 20 to 39 years of age. 
4. Mature adult: One who is 40 to 64 years of age. 
5. Elderly: One who is 65 years or older 
9. Unable to determine 
 
Race and/or Ethnicity of the Character: Use the criteria established in the 
codebook for the literary selection analysis. 
1. African American 
2. Anglo-American 
3.  Asian American 
4.  Hispanic American 
5.  Native American 
6.  Other 
9.  Unable to determine 
 
Gender: Report the gender of the character. 
1. Male 
2. Female 
9. Unable to determine 
 
Socioeconomic Status (SES): Determine the status of the household in which the 
character resides, if the character is dependent upon others for financial earnings. 
1. Upper or upper middle class: An individual who is well-to-do or moderately 
well-to-do; this individual typically is independently wealthy or has a high-
level job and is not dependent on his or her weekly or monthly income to live. 
2. Middle class: An individual who works for a living, has all the necessities and 
some luxuries, but is dependent upon working for his or her livelihood.  
3. Working class or lower class: An individual who does not have the necessities 
of life or just barely has the necessities and no luxuries. He or she may be 
unemployed or on public assistance. 
9. Unable to determine 
 
Family and Living Arrangements: Indicate the household which best describes 
the living arrangements of the character. 
1. Living alone 
2. Cohabitational couple – people living with unmarried partners – without 
children 
3. Cohabitational couple with children 
4. Married couple without children 
5. Married couple with children 
6. Single parent with children 
7. Other family  
9. Unable to determine 
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Appendix D 
Coding Form: Character Demographics Analysis 
 
Textbook Adoption Year_________ 
 
 
 
 
 
 
 
Title of the 
Selection 
Author 
Race 
Genre Role Setting Age Char. 
Race 
Gender SES Family 
Living 
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Appendix E 
Checklist for Multicultural Content 
 
Title of Selection_____________________________________   
Adoption Year ________ 
Author ______________ 
 
 
Category Yes No U/NA 
Cultural Detail: Does the selection include details specific to a 
culture other than the dominant culture? 
   
Authentic Language: Does the selection include language and 
dialect beyond Standard English? 
   
Point of View: Does the author provide an insider’s perspective 
into the culture? 
   
Point of View: Does the main character view himself/or herself 
as a cultural insider? 
   
Point of View: Does the main character identify with or attempt 
to align himself or herself with the dominant culture? 
   
Cultural Stereotypes: Does the selection address cultural 
stereotypes? 
   
Relationships: Does the selection show equal relationships 
between Whites and non-Whites? 
   
Relationships: Are any of the characters, if non-White, 
sacrificed for the sake of a White person (either realistically or 
symbolically)? 
   
Standards for Success: Do any of the characters have to 
perform extraordinary feats in order to be accepted by the 
dominant society? 
   
Standards for Success: Do the members of the dominant 
culture determine the standards for success? 
   
Relationships: Do any of the characters struggle with the issue 
of assimilation? 
   
Conflict: Does the selection deal with injustice?    
Conflict: If yes, does the selection show resistance to injustice?    
Resolution: Are the problems in the selection handled by the 
protagonist or other members of the culture? 
   
Resolution: Does the selection have a stated resolution to the 
conflict? 
   
Resolution: Does the selection end positively for the main 
character? 
   
Resolution: Does the selection offer hope for the future? 
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Appendix F 
Authors and Number of Appearances in Group I 
Nonfiction 
 
African American 
Frederick Douglass   6 
Ralph Ellison   3 
James Baldwin   2 
Richard Wright   2 
Sojourner Truth   2 
James W. C. Pennington 1 
Julius Lester   1 
Lorraine Hansberry   1 
W. E. B. Du Bois   1 
Zora Neale Hurston   1 
 
Anglo-American 
Benjamin Franklin   13 
Ralph Waldo Emerson 8 
Henry David Thoreau  7 
Jonathon Edwards   6 
Thomas Paine   5 
Mark Twain   5 
Jean de Crevecoeur  4 
William Byrd   4 
William Bradford   4 
Abraham Lincoln   4 
Patrick Henry   4 
Thomas Jefferson   4 
John Smith   3 
Robert E. Lee   3 
William Faulkner   3 
Sarah Kemble Knight  3 
E. B. White   3 
James Thurber   3 
Joan Didion   2 
John Dos Passos   2 
Eudora Welty   2 
Abigail Adams   2 
Cotton Mather   2 
Louisa May Alcott   2 
Russell Baker   2 
Stephen Crane   1 
Walt Whitman   1 
Annie Dillard   1 
Barry Lopez   1 
Virginia Spencer Carr 1 
Carl Sandburg   1 
Carson McCullers   1 
Christopher Columbus 1 
Truman Capote   1 
Thomas Wolfe   1 
 
Anglo-American Continued 
Elie Wiesel   1 
Elizabeth Cady Stanton 1 
Susan Allen Tooth   1 
Lewis Thomas   1 
Harriet Hanson Robinson 1 
Mary Rowlandson   1 
Sam Levenson   1 
S. J. Perelman   1 
Roger Rosenblatt   1 
John Hersey   1 
John McPhee   1 
Robert de La Salle   1 
Robert Benchley   1 
Josh Billings   1 
Paul Theroux   1 
Nathaniel Hawthorne  1 
Michael Herr   1 
Mary Chesnut   1 
Frederic G. Cassidy  1 
 
Asian American 
Maxine Hong Kingston 2 
 
Hispanic American 
Richard Rodriguez   3 
Rolando R. Hinojosa-Smith 1 
Ernesto Galarza   1 
Ramon Saldivar   1 
Sandra Cisneros   1 
Alvar Nunez Cabeza  
de Vaca   1 
 
Native American 
Chief Joseph   5 
N. Scott Momaday   3 
Dekanawidah   2 
William Least Heat-Moon 2 
Black Hawk   1 
Chief Seattle   1 
Satanta   1 
The Grand Council Fire  
of American Indians   1 
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Appendix F (Continued) 
Novels, Novel Excerpts, Other Fiction, Plays 
 
Novels 
Anglo-American 
Stephen Crane  1 
Henry James  1 
 
Novel Excerpts 
Anglo-American 
Herman Melville   5 
Mark Twain   3 
James Fenimore Cooper 3 
Thomas Wolfe   1 
Sinclair Lewis   1 
Larry McMurtry   1 
John Steinbeck   1 
Harriet Beecher Stowe 1 
F. Scott Fitzgerald   1 
Ernest Hemingway  1 
 
Hispanic American  
Rolando R. Hinojosa-Smith 1 
 
Other Fiction 
African American 
Unknown   9 
 
Anglo-American 
Davy Crockett   2 
Stephen Crane   1 
Rod Serling   1  
Ralph Waldo Emerson 1 
Nathaniel Hawthorne  1 
Mike Fink   1 
Henry James   1 
Garrison Keillor   1 
F. Scott Fitzgerald  1 
Benjamin Franklin  1 
 
Hispanic American 
Unknown    1 
 
Multiracial 
Unknown   1 
 
 
 
 
 
 
 
 
Other Fiction Continued 
Native American 
Blackfeet Tribe  1 
Chippewa Tribe  1 
Delaware Tribe  1 
Navajo    1 
Pima Tribe    1 
Teton Sioux    1 
Tewa    1 
Zuni Tribe     
 
Plays 
African American 
Lorraine Hansberry  1 
 
Anglo-American 
Arthur Miller   3 
Tennessee Williams  2 
Eugene O’Neill  1 
Lillian Helman  1 
Mary E. Wilkins Freeman 1 
Susan Glaspell  1 
Thornton Wilder  1 
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Appendix F (Continued) 
Poetry 
 
African American 
Langston Hughes   9 
Countee Cullen   8 
Paul Laurence Dunbar 6 
Gwendolyn Brooks  5 
Claude McKay   4 
Phillis Wheatley   4 
Robert Hayden   4 
Jean Toomer   3 
Arna Bontemps   2 
James Weldon Johnson 2 
Margaret Walker   2 
Alice Walker   1 
Gregory Djanikian  1 
Imamu Amiri Baraka  1 
Mari Evans   1 
Nikki Giovanni   1 
Rita Dove   1 
 
Anglo-American 
Emily Dickinson  70 
Walt Whitman  35 
Robert Frost  32 
H.W. Longfellow  15 
Edgar Lee Masters  14 
Ralph Waldo Emerson  14 
Edgar Allan Poe  13 
William Carlos Williams 11 
Carl Sandburg  10 
Edwin Arlington Robinson 10 
Ezra Pound  10 
E. E. Cummings  9 
Elizabeth Bishop  9 
Stephen Crane  9 
Oliver Wendell Holmes 8 
William Cullen Bryant  8 
Anne Bradstreet  7 
Edna St. Vincent Millay 7 
Edward Taylor  7 
John Greenleaf Whittier 7 
Theodore Roethke  7 
Wallace Stevens  7 
James Russell Lowell  6 
John Crowe Ransom  6 
Richard Wilbur  6 
Marianne Moore  5 
Randall Jarrell  5 
Robert Lowell  5 
Robinson Jeffers  5 
 
Anglo-American Continued 
Adrienne Rich  4 
Archibald MacLeish  4 
Herman Melville  4 
Sylvia Plath  4 
T. S. Eliot  4 
Amy Lowell  3 
Denise Levertov  3 
H. D.  3 
James Dickey  3 
Robert Penn Warren  3 
Sidney Lanier  3 
W. H. Auden  3 
William Stafford  3 
Anne Sexton  2 
Elinor Wylie  2 
Howard Nemerov  2 
James Merrill  2 
James Wright  2 
John Berryman  2 
Karl Shapiro  2 
May Swenson  2 
Richard Eberhart  2 
Allen Ginsberg  1 
David Wagoner  1 
Donald Justice  1 
DuBose Heyward  1 
Elizabeth Coatsworth  1 
Fanny Kemble  1 
Galway Kinnell  1 
Henry Timrod  1 
Jim Wayne Miller  1 
John Gould Fletcher  1 
John Malcolm Brinnan  1 
John N. Morris  1 
Joseph Brodsky  1 
Linda Pastan  1 
Marcie Hans  1 
Maxine Kumin  1 
Mona Van Duyn  1 
Ogden Nash  1 
Philip Freneau  1 
Phyllis McGinley  1 
Reed Whittemore  1 
Sara Teasdale  1 
Stephen Vincent Benet 1 
Vachel Lindsay  1 
Vern Rutsala  1 
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Appendix F (Continued) 
Poetry & Short Story 
 
Poetry 
Asian American 
Diana Chang   2 
Lawson Fusao Inada  2 
James Masao Mitsui  1 
 
Hispanic American 
Jose Garcia Villa   2 
Americo Paredes   1 
Gary Soto   1 
Julia Alvarez   1 
Luis Pales Matos   1 
Rodolfo Gonzales  1 
Teresa Palomo Acosta 1 
 
Native American 
Leslie Marmon Silko  3 
Simon Ortiz   3 
N. Scott Momaday  1 
Navajo   1 
Ojibwa   1 
Pima Tribe   1 
Unknown   1 
 
Short Story 
African American 
Alice Walker   1 
Andrea Lee   1 
Charles W. Chestnut  1 
Eugenia Collier   1 
Gwendolyn Brooks  1 
James Alan McPherson 1 
Richard Wright   1 
Toni Cade Bambara  1 
 
Anglo-American 
Edgar Allan Poe   9 
Ernest Hemingway   6 
Nathaniel Hawthorne  6 
Ambrose Bierce   5 
Bernard Malamud   5 
Mark Twain   5 
Sherwood Anderson  5 
Stephen Crane   5 
Washington Irving   5 
Willa Cather   5 
Bret Harte   4 
Eudora Welty   4 
Flannery O'Connor   4 
 
Short Story Continued 
Anglo-American Continued 
John Steinbeck   4 
John Updike   4 
Katherine Anne Porter 4 
William Faulkner   4 
F. Scott Fitzgerald   3 
Jack London   3 
Stephen Vincent Benet 3 
Anne Tyler   2 
Carson McCullers   2 
Donald Barthelme   2 
Dorothy Parker   2 
Edith Wharton   2 
Isaac Bashevis Singer 2 
James Thurber   2 
Kate Chopin   2 
Kurt Vonnegut Jr.   2 
Mark Helprin   2 
Ray Bradbury   2 
Sarah Orne Jewett   2 
Ann Beattie   1 
Art Buchwald   1 
Elizabeth Enright   1 
Ellery Queen   1 
Frank Stockton   1 
Grace Paley   1 
Harry Mark Petrackis  1 
Helen Keller   1 
Henry James   1 
Howard Fast   1 
James Shannon   1 
Jane Yolen   1 
Jesse Stuart   1 
Jim Bridger   1 
Joyce Carol Oates   1 
Mary E. Wilkins Freeman 1 
Mignon G. Eberhardt  1 
O. Henry   1 
Richard Wilbur   1 
Thomas Wolfe   1 
Tillie Olsen   1 
Tim O'Brien   1 
 
Hispanic American 
Mario Suarez 
 
Native American 
Seneca   1 
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Appendix G 
Authors and Number of Appearances in Group II 
Nonfiction 
African American 
Frederick Douglass   8 
Martin Luther King, Jr. 5 
Zora Neale Hurston   5 
Alice Walker   4 
Olaudah Equiano   4 
Richard Wright   4 
Sojourner Truth   4 
James Baldwin   3 
Toni Morrison   3 
Ralph Ellison   2 
Anne Moody   1 
Booker T. Washington 1 
Harriet Jacobs   1 
Henry Louis Gates Jr.  1 
James Weldon Johnson 1 
John B. Rosswurm   1 
John P. Parker   1 
Langston Hughes   1 
Malcolm X   1 
Maya Angelou   1 
Phillis Wheatley   1 
Reverend Henry M. Turner 1 
Rita Dove   1 
Susie King Taylor   1 
W. E. B. Du Bois   1 
 
Anglo-American 
Benjamin Franklin   12 
Henry David Thoreau 10 
Ralph Waldo Emerson 10 
Abraham Lincoln   9 
Mark Twain   7 
Patrick Henry   6 
Abigail Adams   5 
Jonathon Edwards   5 
Thomas Jefferson   5 
Thomas Paine   5 
William Bradford   5 
Jean de Crevecoeur  4 
John F. Kennedy   3 
John Hersey   3 
Mary Chesnut   3 
Robert E. Lee   3 
William Faulkner   3 
E. L. Doctorow   2 
Emily Dickinson   2 
James Agee   2 
Joan Didion   2 
Anglo-American Continued 
John Smith   2 
Mary Rowlandson   2 
Unknown   2 
Walt Whitman   2 
Alexander Hunter   1 
Angelina Grimke   1 
Anne Bernays   1 
Anne Morrow Lindbergh 1 
Anne Tyler   1 
Annie Dillard   1 
Arthur Miller   1 
Carson McCullers   1 
Christopher Columbus 1 
Daniel J. Boorstin   1 
Don Henley   1 
E. B. White   1 
Elie Wiesel   1 
Elinor Pruitt Stewart  1 
Eudora Welty   1 
Ezra Pound   1  
F. Scott Fitzgerald   1 
Franz Kafka   1 
Garrison Keillor   1 
George Washington  1 
Henry James   1 
Herodotus   1 
Ian Frazier   1 
James Thurber   1 
John Dos Passos   1 
John Malcolm Brinnan 1 
John Steinbeck   1 
John Wesley Powell  1 
Kathleen Norris   1 
Loren Eiseley   1 
Louisa May Alcott   1 
Lydia Maria Child   1 
Major Sullivan Balou  1 
Meriwether Lewis   1 
Miriam Davis Colt   1 
Molly Moore   1 
Naomi Shihab Nye  1 
Nathaniel Hawthorne  1 
Olympe de Gouges  1 
Paul G. Gill, Jr.   1 
Primo Levi   1 
Randolph McKim   1 
Robert Fulghum   1 
Salmon P. Chase   1 
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Appendix G (Continued) 
Nonfiction 
Seth M. Flint   1 
Stephen King   1 
Stonewall Jackson   1 
Sullivan Ballou   1 
Susan B. Anthony   1 
Theodore Upson   1 
Tom Wolfe   1 
Warren Lee Goss   1 
William Byrd   1 
William Ellery Channing 1 
William Lloyd Garrison 1 
William Safire   1 
 
Asian American 
Maxine Hong Kingston 4 
Amy Tan   2 
Garrett Hongo   2 
Mohandas K. Gandi  1 
Pin Yathay   1 
 
Hispanic American 
A. N. Cabeza de Vaca  3 
Sandra Cisneros  3 
Americo Paredes  1 
Bartolome de las Casas 1 
Garcia Lopez de Cardenas 1 
Jesus Colon  1 
Julia Alvarez  1 
 
Native American 
Chief Joseph   6 
N. Scott Momaday   5 
Dekanawidah   3 
William Least Heat-Moon 2 
Black Hawk   1 
Canassatego   1 
Conchise of the Apache 1 
Corn Tassel   1 
Darryl Babe Wilson   1 
Joy Harjo   1 
Louise Erdich   1 
Red Jacket   1 
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Appendix G Continued 
Novels, Novel Excerpts, Other Fiction, Plays 
Novel Excerpts 
African American 
Alex Haley   1 
Toni Morrison   1 
Zora Neale Hurston  1 
 
Anglo-American 
Herman Melville   4 
John Steinbeck   2 
James Fenimore Cooper 1 
Larry McMurtry   1 
William Faulkner   1 
 
Asian American 
Amy Tan   2 
 
Hispanic American  
Julia Alvarez   2 
 
Other Fiction 
African American 
Unknown   9 
 
Anglo-American 
Davy Crockett   1 
George Cooper  1 
Julia Ward Howe  1 
Mark Twain   1 
Stephen C. Foster  1 
Washington Irving  1  
 
Hispanic American 
Americo Paredes   1 
Jorge Luis Borges  1 
Jose Griego Y Maestas 1 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Other Fiction Continued 
Native American 
Navajo  3 
Huron  2 
Teton Sioux  2 
Tewa  2 
Black Elk  1 
Cherokee  1 
Iroquois  1 
Modoc  1 
Mourning Dove  1 
Nez Perce  1 
Northeast Woodlands  1 
Seneca  1 
Zuni Tribe    1 
 
Play 
Anglo-American 
Arthur Miller   5 
George S. Kaufman  1 
Howard Koch   1 
Lanford Wilson   1 
Tennessee Williams  1 
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Appendix G (Continued) 
Poetry 
African American 
Langston Hughes  18 
Countee Cullen  7 
Gwendolyn Brooks  7 
Paul Laurence Dunbar  7 
Claude McKay  6 
Robert Hayden  6 
Phillis Wheatley  5 
Arna Bontemps  4 
Jean Toomer  4 
Rita Dove  4 
James Weldon Johnson 3 
Yusef Komunyakaa  3 
Nikki Giovanni  2 
Colleen McElroy  1 
Derek Walcott  1 
Dudley Randall  1 
F. E. Watkins Harper  1 
Helene Johnson  1 
Jean-Joseph Rabearivelo 1 
Leopold Sedar Senghor 1 
Mari Evans  1 
Maya Angelou  1 
 
Anglo-American 
Emily Dickinson  50 
Robert Frost  27 
Walt Whitman  26 
William Carlos Williams 13 
Edgar Lee Masters  12 
Edwin Arlington Robinson 10 
H. W. Longfellow  10 
Anne Bradstreet  9 
Edgar Allan Poe  9 
Wallace Stevens  9 
Dorothy Parker  8 
Ezra Pound  8 
Carl Sandburg  7 
Edna St. Vincent Millay 7 
Oliver Wendell Holmes 6 
Randall Jarrell  6 
Sylvia Plath  6 
William Cullen Bryant  6 
Anne Sexton  5 
James Russell Lowell  5 
Ralph Waldo Emerson  5 
T. S. Eliot  5 
Theodore Roethke  5 
Robert Lowell  4 
 
Anglo-American Continued 
Sara Teasdale  4 
Amy Lowell  3 
Archibald MacLeish  3 
Denise Levertov  3 
Edward Taylor  3 
Elizabeth Bishop  3 
Herman Melville  3 
John Greenleaf Whittier 3 
Marianne Moore  3 
Naomi Shihab Nye  3 
Richard Wilbur  3 
Stephen Crane  3 
William Stafford  3 
H. D.  2 
James Dickey  2 
W. H. Auden  2 
Adrienne Rich  1 
Barbara Kingsolver  1 
Charles Baudelaire  1 
Conrad Aiken  1 
Constantine P. Cavafy  1 
Dorothy Aldis  1 
Eve Merriam  1 
Frank O'Hara  1 
Gary Snyder  1 
James Wright  1 
John Crowe Ransom  1 
Karl Shapiro  1 
Katherine Lee Bates  1 
Lawrence Ferlinghetti  1 
Linda Pastan  1 
Louise Gluck  1 
Margaret Fuller  1 
Mary Oliver  1 
Mary S. Hawling  1 
Reed Whittemore  1 
Robert Penn Warren  1 
Robinson Jeffers  1 
Sheryl Nelms  1 
Vachel Lindsay  1 
Yvonne Sapia  1 
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Appendix G (Continued) 
Poetry 
Asian American 
Garrett Hongo  3 
Chuang Tzu   2 
Diana Chang   2 
Anonymous   1 
Cathy Song   1 
David Mura   1 
Dwight Okita   1 
Li-Young Lee   1 
Tran Mong Tu   1 
 
Hispanic American 
Judith Ortiz Cofer   3 
Pablo Neruda   3 
Pat Mora   3 
Jimmy Santiago Baca 2 
Lorna Dee Cervantes  2 
Victor Hernandez Cruz 2 
Alma Luz Villanueva  1 
Angela de Hoyos   1 
Aurora Levins Morales 1 
Cherrie Moraga   1 
Evangelina Vigil-Pinon 1 
Gabriela Mistral   1 
Gary Soto   1 
Julia Alvarez   1 
Lucha Corpi   1 
Luis J. Rodriguez   1 
Maria Herrer-Sobek   1 
Martin Espada   1 
Ricardo Sanchez   1 
Rita Magdaleno   1 
Rodolfo Gonzales   1 
Sandra Maria Esteves 1 
Sor Juana Ines de la Cruz 1 
 
Native American 
Simon Ortiz   4 
Joy Harjo   1 
Leslie Marmon Silko  1 
Louise Erdich   1 
 
Multiracial 
Tran Thi Nga  
& Wendy Larsen  1 
 
 
 
 
 
Short Story 
African American 
Alice Walker   2 
James Baldwin  2 
Ali Deb   1 
Andrea Lee   1 
Bessie Head   1 
Dorothy West   1  
Edwidge Danticat  1 
Gwendolyn Brooks  1 
Richard Wright  1 
 
Anglo-American 
Edgar Allan Poe   7 
Ernest Hemingway   6 
Eudora Welty   6 
F. Scott Fitzgerald   6 
Nathaniel Hawthorne  6 
Ambrose Bierce   5 
Bernard Malamud   5 
Flannery O'Connor   5 
John Updike   5 
Kate Chopin   5 
Katherine Anne Porter 5 
Tim O'Brien   5 
Willa Cather   5 
Jack London   4 
Joyce Carol Oates   4 
Mark Twain   4 
Stephen Crane   4 
Washington Irving   4 
William Faulkner   4 
Bret Harte   3 
Anne Tyler   2 
Donald Barthelme   2 
John Steinbeck   2 
Sherwood Anderson  2 
Thomas Wolfe   2 
Allan Gurganus   1 
Anna Quindlen   1 
Azia Yezierska   1 
Charlotte Perkins Gilman 1 
Dorothy Parker   1 
E. B. White   1 
Edith Wharton   1 
Grace Paley   1 
James Thurber   1 
Louisa May Alcott   1 
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Appendix G (Continued) 
 
Short Story 
Anglo-American Continued 
 
Margaret Atwood   1 
Mary E. Wilkins Freeman 1 
O. Henry   1 
Raymond Carver   1 
Sarah Orne Jewett   1 
Tillie Olsen   1 
 
Asian American 
Gish Jen    1 
Hisaye Yamamoto  1 
Longhang Nguyen  1 
 
Hispanic American 
Aurora Levins Morales 1 
Gabriel Garcia Marquez 1 
Horacio Quiroga   1 
Judith Ortiz Cofer   1 
Julia Alvarez   1 
Julio Cortazar   1 
Norma Elia Cantu   1 
Sandra Cisneros   1 
Tomas Rivera   1 
 
Native American 
Leslie Marmon Silko 
   1 
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